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THE IRFLULNCES AFFECTING CURRICULIN CHANGE IX SELECYED

EBUCATIONAL ASENCIES EMPLOYING CONSULTANTS IN THE

S0CIal SCIERCES THPOUGCH NDEA TITLE T1V-5 «

Abstract of Dissertation

Lt was the purpose of thic study to {dentify the influcnces that contribrted to bringing
about curriculum chenge 1a selacted educatfonel agencivs which emploved consultants in rhe
social sclences through WDEA Title ILI-F projects. The vesearch attempted to find the ways
districts planned, orvpanized, and lmrlemenced curriculum change Yaveugh the vane of the NDEA
congultants. It focused on the procedures, Interrelatioaships, and interseriens taking place
within the structure 2f the projects and the agencies involved in accowplishing thesz projects.
Neither the amount nor the direction of the cheuges was tha intant of the stady,

The luvestipation was 2 fleld study which collected data o depth In the form cf case
studles of sclested districts and thelr NDEA Ticke ITI-B projects iu the so2ial sciencas.
The field, whizh was studled inclusively, was the urban scheol discricts wishin a sisty-mlle
radius of Stocktow, California, witlch had projects during the school years 1965-1965 and
19651957 fuunded undex Title TEL-8 In civics, cconemics, g2opranhy, aﬂd/or history for
elementary grades, -6, Five discricts with six prejecie met the criteria in rhe geographic
area selected, The dsta were gatherad from: (1) the prejest apolicatlons, £2) interviews
with distvict personnel; {3) fntevviews with the consultants) (4} luforwal evaluztlon reports
flled by the Merriats with the Bureacv of H2UA for the of Callforala; (2) vislts to
classreons: (6} letiary, mlautes of cowmalirze meebings, agon sad other welttun recovds
frow both the diztricts ond tho consultants.  The fonforrnatieca collected was for the
PrOCCG3ES, pa&;»rvc, end relaticiships favoived as school districts eugags
for curriculuem change.

The conclustions from the study dncluded the follewian: (1) the NUE
initiate corriculus ehonge; {2} investwent of additional lecal funds fa
change; {3} reass {es for successful currlevlun charng? in ty
Iiae and siafy o:vaﬁfzwci o, bul nals of camsundlcation ara
the line and stalf; {4} cvvriculun change oceurs when the ad:
have an {nterest in curriculum 2 E {unarional
cnanga regulies administrative as tzace within taz Ll‘.tt‘i‘::
aqual, change oowirs vhether the aimfnlsiration for the srorosed change 1s pcn;;al‘y or
decentrally orge (7} teachers are active partfci~ancs in faciliznting curriculum chaong:
{2) curriculus ¢hy aorg whon teachers are cacelfully selecred to work for curriculwn
developmast and other = sers are sade to feel wanted fa the study; {(9) opea channels of
corraunfication are es for kringing about changs; (1N) the corsulrasts are change agents
(11} consultants are ed nrimarily for thielr compoterts aznd experience.
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CHAPTER 1

THE PROBLINM AND DEFINITIONS OF TERMS USED

The National Defense Education Act of 1958, hereinafter re-
ferred to as NDEA, provided financial assistance in various forms to
States and their subdivisions as well as to individuals. Of the eleven
Titles in the Act which enuinerated the provisions and areas for fund-
ing, Title III provided assistance to schools in the social sciences,
namely, civics, economics, geography and history. Cousultant ser-
vices in these specific social sciences were made available to the
schools of Califoraia under NDEA Title III-B as an exicusion of the
supervisory and related services of the California State Department
of Education. Under this Title, school districts plauned for the cou-

sultant services to supplement their own programs.

I. THE PROBLEM

Staternent of the Problem

In the school year 1967-1968 the use of NDEA cousultants in
the social sciences as part of the supervisory and related sevvices
had been in effect for two full years anud was in the third ycar of
funding. ' No assessmeat of these services had been accomplished.
It was the purpose of this investigation to find out (1) how selected
elementary schools in California had utilized the consultant services
in the social sciences available under Title II1-B of NDEA; (2) what

proccsses were in operation within the districts with projects funded



by Title 111-B; and (3) what mterro} tionships developed from the
cooperative efforts of districts, consuliants and the California State
Bureau of NDEA. This was a deptlh study of selected field situations
where NDEA Title III-B projects had been fundzd {for social science
consultants. It did not attempt nor intend to evaluate the projects or
to generalize from samples chosen to be representative,

The guestion to be answered was: What infleences contributed
to bringing about curriculum change in selected educational ugencies
which employed cdnsul’tzmts in the social sciences through NDEA Title
m-B?

Related problems and questions needed o be considered. It

was necessary to determine what variables were own

zting within a
district when an outside counsultant was used tc "irmprove instruction
in the designated critical subjeci;s"}‘ and then find the relailionshipe
which existed between these variables.

Onec aspect of the guestion concerned the melhods or strategies
employed by districts in using consulianis to bring about change in
instruction. How did consultant services fit inio the long-range pro-
gram plans for the social sciences in the local districts? What plan-
ning preceded the request for funding? How wzs the project continued
or followed-up? Did the districts feel that the time allotled for con-

sultant services was inadequate or that the helv of & consultant was of

Education /

(‘alifornia State Departmont of Ed cawm National Defense
i Itw;ru(vo.w

(Sacra mmﬁ,o.
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little value for them {to achieve their goals in the socizal sciences ?

Were scholars frorm the social sciences requested more than those

from education? How did the counsulta nté contribute to the projects?
The study was guided by these questions to identily thé variables

and to discover the relationships.

Importance of the Study

Since no assessment of consultant services under NDEA, Title
III-B had becu made, it was important thal the variables and relation-
ships in operation during the accomplishment of a project be identified
so that a measurement of usefulness might be facilitated.

It was important to the Department of Education of the State of
California to find out if consultant services in the social sciences werc
being used in ways to improve instruction.

Since the purpose for Title III-B projects was to improve the
quality of instruction, it was assumed thal educational agencies under-
taking a Title III-B project were attempting to bring about some kinds
of changes and were, therefore, groups in transition. The intensive
study of such gfoups is a possible way of gaining iusight into the pro-
cess of change and into the characteristics ol conliguous stages of
development. 2 As preparations were under way by the 5tate Depart-
ment of Education for introducing a newly developed Framework for the

Socizl Sciences, it was natural that there should be interest in the

ZCilaire Selltiz, Maric Jahodsa, Morton Deutsch, and Stuart W,

Cook, Research Methods in Social Relations (San Francisco: Holt,
Rinehart and Winston, 19060),

o

™

pp. 59-065.




palterns or strategies used in planning for change.
II. DELIMITATIONS AND DEFINITIONS OF TERMS USED

Delimitations

The study was limited to funded projects periaining 1o the
elementary grades, K-6, in the social sciences (civics, economics,
geography, history) in urban school disiricts within a sixty mile radius
of Stockton for the schonl years 1965-1966 and 1966-1967.

Although all of NDEA Title III included the social sciences, only
the consultant services for the social sciences as provided by Title
III-B were considercd in the study. Assessment of the consultant ser-
vices was restricted to identifying processes, influences for change,

and relationships implicit in the ways districts ulilized the scrvices.

Definitions of Terms Used

Eﬁg’}}g& To undergo transformation, trausition, or substitution.
To make a difference in some pariicular., Change implies making
either an essential difference often arnounting to a loss of original
identity or a substitution of one thing foi' another. Change may be
qualitative in that it may be the ncticeable alteration that makes some-

thing better or worsc.

Counsultant. A person who gives professioual advice or ser-

vices in the arca of his specialty. NDIA consultants were qualificd

specialists who might work with local districts. They could be

2
“Webster's Scventh New Collegiate Dictionary (Springfield,
Massachusctls: G and C Aerriam Company, 196%), p. 139.

-f



5
professors; employees of the State Department of Education; adminis-
trators, supervisors, or teachers from school districts or county
offices; or specialists from industiry.

Metropolitan School District. A school district with a sup-

porting comrmunity of 75,000 or rnore inhabitants.

Minimurn Day. The least number of minutes which may be

taught at a specified grade level and be legally classified as a full
school day. In California the minimum school day for kindergarten
was 130 minules; for grades 1-3 was 200 feaching minutes; for grades
4-6 was 220 minutes.

Process. A way ol getling and using scienlific knowledge. It
is 2 human endeavor, a search for satisfying explanafions and unifying
principles.

Product.  One product consists of the knowledge, facts and
principles, generalizations, and conceptual themes of the social
sciences. To acquire these learnings is o acguire @ product,

A more tangible product is also a possibility. For example, a
set of units would comprise a related product which utilizes the knowl-
edge, principles and conceptual themes which are the structure (pro-

duct) or the social sciences.

dcalifornia State Department of Bducation, op. cit., p. 16.

=

Gerald Newmark, Ray L., Sweigert, Jr. aund others, A Field
Test of Three Approaches to the Teaching of Spanish in leneﬁfﬁfrg
Schiools, Cooperative Research Project No. D-T177, Final Repori™

(’Sam.an;eubc}, California State Department of Education, 1966), p. 8.

6}\0 bert Sto]lbf>1*g "A Perspcctive on Scicnce Teaching for
Teachers, " Revised Science Course of Study for Yolo County
(Woodiand, Califorata: Office of the Superintendent of Yolo County
Schools, 1965), p. iii.
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educational agency, or agencies, or other public school authority below
the State level. Such a proposal contained a description of the grade
level and subject area to be congidered; the specific purposes for re-
questing the services; the number of days required; the name of the
consultant might be included; and information to assist in evaluation of
the project.

Rural School District. Rural school districts were deflined as

all those that failed to qualify either as urban or metropolitan districts .7

Steering Committee. A managing or directing committee which

is a sub-group of the total committee. 8 The members of a steering
commitiee are representative of the fotel working cormuniitee or group.

Strategy. The means for causing an advocated innovation to

become successfully {i.c. durably) installed. A careful plan or

9

method; the art of employing or devising plans toward a goal.

Structure. Somethiug made up of interdependent parts in a

definite pattern or organization. Bruner described it in this way:

Grasping the structure of a subject is understanding it in a
way that permits many other things to be related to it
meauningfully. To learn structure, in short, is to learn
how things ave related. 1

7Newma rk, loc. cit.

8Webster, op. c¢it., p. 858.

C)Mat'ﬂ)ew . Miles, "Educational Innovation: The Nature of
the Problem, " Innovation in Education, Metihew B, Miles, edifor
(New York: Teachers College, Columbia University, 1964), pp. 18-19;
Webster's Seventh New Collegiate Dictionary, op. cit., p. 866.

105erome Bruner, The Process of Education (New York:
Vintage Books, 1960), p. 7.0 B
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System. A bounded collection of interdependent paris, devoted

to the accomplishment of some goal or goals, with the parts maintained
in a steady state in relalion to each other and the environment by means
of (1) standard modes of operatiou, and (2) fecedback {ron: the environ-
ment about the consequences of system actions.

Temporary Systerm. Structures that operate both within perma-

nent organizations aud between them; their members hold {rom the
slart the basic assumption that--at sorae more or less clearly defined
point in time- -they will cease to be.

Some temporary systems which may be used with counsultants
include workshops, confervences, conveutions, retreats, training
institutes. The consulling system formed by a consultant and a client
group or organization can be thought of as a temporary arrangement
where a permanenil orgavization hes a newcomer attached to it for a
(usually specified) period of time, thus forming, in effect, a new sys-

tem.

Urban School District. An urban school district does not

qualify as a metropolitan district, but is located in a populatlion center,

incorporated or not, of 2,500 or more inhabitants, or is located in the

deunsely settled urban fringe of a metropolitan center. I3

HMiles, OP;__E}L{::_’ p. 13.

Matlhew B. Miles, "On Temporary Systemns, " Innovation in
Education, Matthew B, Miles, editor (New York: Teachers College,
CTolumbia Universily, 19064), pp. 437-438.

Newmark, Inc. cit.

.
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III.  RATIONALE FOR THE STUDY

A study initiated in 1961 by the Califorunia State Depariment of
Education assessed the impact of NDEA, Title III and verified that
changes in instruction in mathematics, science and foreigu languages
had resulied from school districts' participation in Title III. Neither
the amount of change, the kind of chauge nor the processes whereby
these changes came about were identified, nor were they a part of the
study. Frank D. Largent, Chief, Burcau of WDEA Administration,
California State Depariment of Education, in the introduction to the
study said:

A serious limitation of this and similar studies is that
reliable information on the effectiveness of education,
recent changes in education, and the causes of those
changes is not available . . . At a time when our education
is clearly perceived, our educaticnal achievements are not
clearly perceived at all. Counsequently, public nolicy for
education is made largely on the basis of assumptions,
impressions, aud incomplete evidence.

In the future, policy with respect to education will be
baged increasingly on results of con%rolled scientific
experiments and field studies . =

This invesligation, then, which is a field study examining the
processes, patierns and interrelationships in NDEA Title III-B, should
complement the study done by the State Deparlment of Education. The
field study has been used most frequently by social scientists who work
in relatively unformulated arecas where there is little experience to

15

serve as a guide. The field study has been the tool of the anthro-

4David N. Evans and . T. Johuson, The Impact in California
of NDIA Titles III, V, VIII (Sacramento: Califérnia Stafe Depariment

S AT T ¥ TEEYY 7
OL kaucavion, 19067), p. 1x-x.

15ge1itiz, et. al., op. c¢it., p. 59.




(o)

pologist in studyiﬁg primitive societies. The sociologist has used the
procedure to look at his own society. The social psychologist, also,
has adapted the field study for his more quantitative approach. From
such studies, the anthropologist and the sociologist make insightful
interpretations of social processes

Although field studies are similar to national surveys in open-
ing up new possibilities for the developrnent of social psychology and
the social sciences, there are practical differences which call for
different skills and techniques. The survey has greater scope and the
field study has greater depth. The survey iries to be representative
of some known universe and attemptls to be adequately and faithfully
representalive of a larger populaticn. The ficld study, on the other
haud, is more concerncd with a thorough account of the processes
under investigation than with theiv typicalily in a larger universe,
more importantly, the field investigation attempts to study a single
community or group in {ermns of the intervelations of the parts of the
structure and of the interaclions taking place.

Katz elaborated ou field studies in this way:

Roughly speaking, studies are of two major types:
exploratory and h*ypoth(* sis-testing. The exploratory study
atternpts to see what is there rather than lo predict the
relationships that will be found. Ii represents the carlier
stage of a science. From its findings may come knowledge

about importavt relationships between variables, but the

more definite proof of these relationships comes [rorn
hypothesis-testing. . . . Bul il is nonetheless {rue that the
great strength of the field study is its inductive procedure,

4
L

@
avioral Scicnc , Leon Festinger aud Dantel K: AEZ.~ ecitors

v e 'I

6Daniel Katz "Teld Studies, " Research Methods in dle
9F

I Fraucisco HQH Rinehart ani Winston, 1966
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its potentialily for discovering significant variables and

L basic relations that would never be found if we were
counfined _to research dictated by a hypothetical-deductive
model.

The invesligation herein reported was a field study which
collected data in depth, in the form of case studies of selected dis-
tricts and their NDEA Title III-B projects in the social sciences. It
applied a form of research developed and eraployed by other social
scienées to an cducatlional problem. It focused upon the inlerrelations
and the interactions taking place within the structure of the projects
and the agencies involved in accomplishing those proiccts.

The purpose of NIE A Title III-B was 1o provide at no cost to

the districls, a limited number of days of consuliant services {o im-

prove the quality of instruction in the subjects enumerated in the Act.

13

Counsultant services were to supplement the local resources.
14
The purpose of this study was to identify the influences which
facilitate or retard change in instruction in the social sciences that
appeared in the selected districts as they accomplished their NDEA

Title 11I-B projects. Neither the amount nor the direction of the

changes was the intent of the study, as this was not a survey.
1V, PILAN OF PRESENTATION

In this chapter the problem, delimitations and definitions of

+

terms used, and rationale for the study wevre discussed. The chapler

”Katz, Ibid., pp. 74-75,

18 . . . .. )
California State Departrment of Educztion, op

cit., p. 16.




11
dealt with the differences bet.ween an explorato'r’y field study and a
hypothesis-testing design.

Chapter II contains an explanation of backgrounds of the study
and the guidelines for projects. Chapicer Il concerus itselfl with
literature related to the study, particularly as it pertains to the
strategies for effecting change and the role of school district organi-
zation and of consullants in bringing about change.

The procedures and instruments for collecting the data are
described in Cllap{:er IV. Chapter IV also categorizes the data for
preseuntation. The inlerpretation of the data is presented in Chapter
V. Chapter VI deals with the swmmary, conclusion and implications
of this study.

Contained in the Appendix is supplementary informatlion, and

samples of instruments used for the field study.




CHAPTER II

BACKGROUND FOR THE STUDY

b

Most important to the understanding of this study is an aware-
ness of the intent of the National Defense Education Act and the pro-

cedures for sccuring the funds made available through the Title I71

programs. This chapter notes the history of federal aid {0 cducation

thus providing the context for the NDEA, This is followed by a descrip-

tion of NDEA and the guidelines foxr Title IlI-B projecis. It discusses

the State Plan and its relationship to NDEA and to district projects.
I. FEDERAL AID TO EDUCATION

The basic emphasis given fo education in the United States
stems from the belief in the individual, The State exists for the indi-
vidual, rather thauo the individual for the Siate. Developrnents of the
individual intellect is therefore of concern, {or if government is to be
for the pec;ple, and by the pecople, then the pecple must have insight to
attain such government. The government must provide the facilities
for attalwing that insight. ) Accordingly, federal aid to education is
aimed @t equalizing educational opportunily by improving the effective-
ness of the t.oi;a] educational structure of the several states.

The American tradition, however, is {or local control rather

than federal control of the public schools. The noticn of local control

leral Govervrnent and Education

]‘Hollis . Allen, The Fe

(New York: McGraw-Hill Hook

c
Co. ., Inc., 1930), p. L

\
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grew naturally from the isolation of pioneer commuuities., The
tradition still exists, supported by law and by the basic belief that

the local commmunily and the state are in the best position {o care {or
the educational needs of the individual who resides in that community.
The federal government has supporied this belief from the beginning.
Most of the states were first organized as territories in all of which
Congress provided for public school systems. Thus most of our state

school systems were initiated by the federal governmeut. Starting in

1785 with the endowment of federal land for public education in the

Northwest Territory, the land grant program has since then aided all
levels of education in the States by federal grants of probably over
165,000, 000 acres. z

Allen, iun the study of education for the Hoover Commission,

E2

poiuted out that the federal goverument has had an interest in education
to promote the kinds of changes needed in our society to attain the goals
of dermocracy when he said:

. In a sense, federal participation in education throughout
our history has been a healthy urge to make education meet
esseniial needs in our society which have been resisted by the
rank and file of those who control education and educational
institutions. . . . In effect, federal promotion and support of
education has been aimed largely at social lag in institution-
alized education. ‘

A{ the begiuning of our national life publicly supported
education was either meager or practically von-existent iu
most states. Education was largely available to seclect
groups and through private schools, either church or pro-
prietary. For effective parilicipation in the democralic life
of our new republic it was deemed essential that education be
extended to the general populace--a concepl that was rela-
tively new in the world of that day. The insistence by the
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federal govermment on provisions for genecral education
in the territories and the subsequent generous endowment
of education through laud grants io the new states were
definite acts to promote a new and veeded program to
which the society of the day had beeun resistant. In effect,
these provisions were a protest by ihe federal government
against the all too prevalent notion and practice that basic
education was to be available only to the select few. ”

Congress has had a long comrnitment to education. The con-
cern has led to establishrneut of educational programs not ouly for
public schools but also for specialized departraoental needs. Many
agencies of the federal govermiment are involved in varying educational
programs. For exaraple, the Departrment of the Treasury trains
persons for performance of duties in the Coast Guard, the Department
of the Army operates the Military Academy at West Point as well as
the Army service schools, the Depariment of the Interior provides {or
elemmentary and secondary schooling for Indian, Eskimo, and Aleut
children living on reservations, the Veteraus Administration engages
in vocational rebabilitation training for disabled veterans, the National
Science Foundation supporis graduate students and teacher training as
well as other programs and projects for the improvement in science
education. Until recently the United Statez Congress tended to assign
operational responsibilities {or education to specific agencies. In

> owever, with the enactiment ublic ILaws 874 and 5, which
1950, h th tl t t of Public I 874 1815 hicl

provided aid to federally affected local public school systems, the

Congress assigned responsibilities to the Office of Education which had

*Ibid., p. 214,



formerly been assigned to different agencies of the federal govern-

4, . ., . . ; . .
ment. The Office of Education since then has tended to increase in
function and in number of staff members. With the enactiments of the
NDEA and the Elementary and Secondary Education Act, for evample,
the United States Office of Education was further expanded.

An abbreviated chronology of federal legislation will illustrate
the countlinued interest of Congress in education from our couniry's
beginning to the present time.

1777  Imitiation of direct federal administration of educational
programs, with instruction of military personnel, in-
cluding schooling in mathematics.

1785 Comumencement of aid to terrilories and later to states
for education by endowment of schools with public lands.

1787  Cornmencement of endowment of public institutions of
higher education with public lands --sometiimes called
the Northbwest Ovdinance, the first significant federal
aid to education measure.

1804  Start of federal provisions for education in the District
of Columbia.

1862  The first Morrill Act--initiation of the federal policy
of aid to states for agricultural and industrial education,
through land grauts for colleges--called the Land-Graut
College Act.

1867 Creation by Congress of a Federal Department of
Education--now the Office of Education of the Depart-
ment of Health, Education and Welfare, serving
education at all levels.

1890  The Second Morrill Act-~introduction of a policy of

federal money grants for college iustruction in specifed
subjects.

4

Erick L. Lindman, The Federal Government and Public
Schools (Washington, D, C.: American Assoclation of School
Admivnistrators, 1965), p. 12.




1911

1917

1920

1933

1935

1940

1946

1948

1950

1950
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Beginniug of federal aid to states for nautical schools,
now degree-grauting institutions--introduction to the
principle of federal-state rnatching of funds for
education.

The Smith-Hughes Act--beginning of federal policy of
promoting vocuhondl education below college grade,

The 5Smith-Bankhead Act--initiation of the policy of
federal-state cooperation in vocationzl rehabilitation,
including education, for persouns disabled iu industry.

Establishmeut of the Federa] Emervgency Relief Admin-
istration, which supported various educalional programs.

Establishment of the National Youth Admiunistration,
which gave part time employmeut aid to college students

Passage of the Lanham Act authorizing wartime school
construction and services in federally affected arecas.
(Forerunner of Public Laws 815 and 874 of 1950. )

The George-Bardon Act--strengthening federal-state
cooperation in vocational education.

Smith-Mundt Act--establishing a broad prograrm of
international educational exchanges.

Enactment of FPublic L.aws 815 and 874 providing
federal support for schools'in certain federally
affected localities. (Amended and extended several
times. ) '

Creation of the National Science Fouundation--for
develo plncxu and encouragemeunt of a national pohcy
for promotion of basic research aud education in the
sciences.

Cooperative Research Activity set up in U. 5. Office of
Education--for conduct of research, survey and dermon-
stration in the field of education. :

The National Defense Education Act--establishing new
federal policies in education at all levels. (Since
amended and extended. )

Passage of the Manpower Development and Training
Act--new skills for those needing them.

Vocational d
legislation iv
menls,
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1963  Mental Retardation Facilites snd Community Mental
Health Centers Construction Act, Education Pro-
visions {Title III)--massive teacher training and re-
search and development program for handicapped
children.

1964  Civil Rights Act--provides for equal opportunity in
education regardless of race, color, religion or
national origin.

1965  FElementary and Secondary Fducation Act--$1.3 billion
to strengthen the schools of the nation.

Public education in the United States has generally been re-
served for the states. In reality, however, education is a partnership
of local district, state and federal governments. The participation of

the federal governmeut has been largely noncoercive and supplemental.

The 1960's have seen an increased effort on the part of the federal
government to supplement and support public education. President
Johun F. Kennedy in a special message to Congress on February 20,
1961 stressed the respounsibility of the Federal Government 1o educate
for the achicvement of national goals without undermining local control

when he said:

The human mind is our fundamental resource. A balanced
Federal program must go well beyond incentives for invest-
mecunt in plant and equipment. It must include equally deter -
mined measures 1o invest in humian beings--both in their
basic education and training and in their more advanced
preparation for professional work, Without such measures,
the Tederal Government will not be carrying out its respon-
sibilities for expaunding the base of our economic and military
strength.

Our progress as a nation can be po swifter than our
progress in education. Our requirements for worid leader-
ship, our hopes for economic growth, aund the demnands of

BAd?lptGd from Carl McDaniels, Federal T.egisla

. ~ . 7 R . e P, =S
American Education {(Chicogo: Sclence Research As

1965), pp. 3-7.



18
citizenship itself in an era such as this all require the
maximum development of every young American's capacity,

. . . Education must remoin a matter of state and local
control, aand higher education a matter of individual choice.
But education is increasingly expensive. Too many state
and local governments lack the resources to assure an
adequate cducation for every child. . . . Our twin gooals
must be: a new standard cf excellence to all who arc
willing and able 1o pursue it,

Except for the enforcement of federal policies pertaining to
issues like civil rights, federal action has been limited to advice and
financial contributions which may be either accepted or rejected by
state and local districts.

The eifectiveness of the public school system depends upon the
assignment of responsibilitics and the utilization of the special strengths
of each level of federal, state, and local government. Each level must
perforrn its duties without interfering with the essentizal contributions

A _ 7
of the other iwo,

The local school district has the basic respounsibility for
operating the elementary and secoudary schools. The state is re-
quired by most state constitutions to establish and maintain a system
of free public education. The State of California is one such staic.
This duty has been exercised by creating local school districts which

has not removed authority from the state legislature. The states are

large enough to provide nceded specialized services for local school

6 - . - -
Johu F. Kenunedy, "Special Message to Congress,’ February

20, 1961, in Federal Aid to Education, Ronald Stcel, editor (New
York: The H. W, Wilsoa Company, 1961), pp. 48-49.

Lindman, op. cil., p. 58.
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districts, have broad taxing powers, and enjoy a high degree of
independence from the federal goverument,

The cooperative nature of the working relationship among
federal, state, and local governments in the operation of the public
school system is demonstraied in the ﬂ’c‘mﬂmstrauon of NDEA Title
III-B. The State Plan which was the foundation of the Title III pro-
gram wae basically a contract between the state and [ederal govern-
ments. The cooperation of state and federal governments was not a
new idea as similar agreernents have becu uscd in the tmplementation
of legislation such as the Siith-Hughes Act, the Smith-Bankhead Act,
and the George-Bardon Actl.

This section has shown that the federal governmeni has a long
history of aid to education. In the last decade, however, the financial
aid has becun increased on a large scale thereby olfering the local

school district wide opportunities to initiate change.
II. THE NATIONAL DEFENSE EDUCATION ACT

The National Defense Education Act, Public l.aw 85-864, was

passcd by the United States Congress and signed by President Dwight

D, Eisenhower in September 1958, The legislation came as a responsc

to the challenge given 1o the United States' scientific and military
achieverments by the Soviet's successful ldlmrhmg of Sputnik.  The
statermnent in the policy of the Act was:

. . . the security of the Nalion requires the tullest develop-

ment of the mental resources and technical skille of ils

young men and women. Th@ prc‘« cat emergency dema nd%
~ A
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the mastery of modern techniques developed from complex
scientific principles. It depends as well upon discovery
and development of new principles, new lechniques, and
new kaowledge.

The intent of NDEA was to insure the {rained manpower
necessary to meet the defense needs of the United States. To do this,
financial assislance in various forms vaf provided for iundividuals and
for states aud thein subdivisions. The original act bad fen titles.
Critical subject arcas were designated as mathematics, scleuce, and
foreign languages. Four asubsequent legislalive enacimeunts amended
and expanded the Act to eleven titles in 1967-1968. In 1961, Public
Law 87-344 expanded the coverage aund extended authorization for two
years., Two years later guidance aund counsceling assisitance was ex-
tended to grades scven and eight in Titles V 2and VI and authorization
was also extended to 1965 by Public Law £8-210. Public Law 88-665,
passed in 1964, added Engﬁsh, reading, civics, geography and history
as critical subjects in Title I1II and increased the offering of training
institutes by adding Title XI. In addition, authorization was exicoded
through 1968. ‘he Higher Education Act of 1965 added economics to
Title ITI. Iu November 1966, industrial aris was added to Title 111 as
a critical subject.

NDIEA provided for many different programs. A summnary of

the programs effecctive through the 1968 fiscal year follows:

8Section 101, Title I, MNational Defense Education Act, 1958,
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Title Provisione
I Defines purpose and terms of NDEA
II Provides loans to college students
II-A Provides matching funds {o strengthen

instruction in civics, economics, English,
geography, history, mathematics, modern
foreign languages, reading, science by

means of equipment and materials or minor
remodeling

I11-1 Provides for consultant services in the
same critical subjects

Iv Provides fellowships for graduate study
leading to college teaching

v Provides funds to improve guidance, coun-
seling, and tesling services and for ideunli-
fication and encouragement of able students

VI Provides aid in establishing language
centers and fellowships for gradaate study
in languages

VII Provides for rescarch and cxperimentation
in more effective use of TV, radio, films,
and related media for educational purposecs

VIII Provides opportunities for skilled technical
training through area vocationzl education
programs

IX Provides for establishment of 2 science

information service and couuncil

X Provides help in imvroviune accuracy and
3 O
speed in gathering and interpreting state
educationsl statistics

X1 Provides for institutes in English, IInglish
as a foreign language, reading, and {or
school library personunel, educational media
specialists, and teachers of disadvautaged
youth 9

7 California Stale Deparviment of Educalion, Nationsl Defensc
Fiducation Act, Title 111 Manual of Information and Justructions -
{(Sacramnenior California S Depariiment of Bducation, 1966,

pp. 1-7.
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I11. NDEA, TITLE III

Although Titles V and VIII provided direct financial aid to

st specialized areas of need to districts, Title III made grants available

for the improvement of the instructional programs of all public
elementary and secondary schools. Title III projects were expected
to achieve one or more of the following objectives:

To develop to their fullesi the mental resources and techuical
skills of childreun, youth, and young adults through additional
and more adequate educational opportunities

To increase the opportunities for learning in the critical
subjects and to prepare for further study those with special
abilities in these subjects

To improve teaching in the critical subjects through the use
1

visual materials and equipment and printed materials other
than textbooks

To encourage experimentation and research to find better
ways of teaching the critical subjects, including the use of
laboratory and other special equipment and improved
communications media. 10/ '

Projects eligibie to receive Title Il funds were to "be designed

to improve instruction in the designated critical subjects through new

developments above and beyond the normal effort of the schools. nll

Projects could also be designed to introduce or establish a program
new to a particular school.
As pointed out in the summnary of NDEA programs, Title III

authorized two programs. Sectiou A (III-A) provided matching funds \

Livid,, p. 5. .
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for the purchase of equipment and materials or for minor remodeling
for laboratories or other equiprnent space. Section B (I11-B) granted
funds for State supervisory and related services, usually referred to
as consultant services, to improve instruction in the critical subjects
in the schools. This study is based on that part of Title III-B, con-
sultant services in the social sciences--i.e., civics, economics,

. geography, and history.
Any public school district, county superviantendent's office, or
public agency controlling an elementary or secoudary school was
eligible to apply for Title ITI-B funds. Requests for consultant ser-
vices were in two categories, (1) inservice education and (2) program
planning and evaluation. (See Appendix A for Apnlication Form.)
Applications from these educational agencies were approved or dis-
approved by the State according to the privciples for delermining
priovities, standards, and procedures 'fvhich were in the Staté Plan.
Project applications were submitied {o the State Bureau of
NDEA wheve each project was cvaluated for funding. Evaluatious <
were made by a represcniative group of subject matier specialists
from local districts, county offices, universities and colleges, aund
the State Departmen’t of Education. Formal approval of projects
came through the State Superintendent of FPublic Instruction. Projects
for Title IT1-B were cvaluated according to a list of nine criferia.

(See Appendix B.)
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IV, THE STATIC PLAN

NDEA Title III programs were orgauized and administered by
the State Department of Education. The State Plan was the foundation
of the Title 11l program within each state. It was a contract or agree-
meut between the state and the United States Office of Education for
the operation of the program within the state., Xach state designed its
own plan for sirengthening instruction within that state in the critical
12

subject areas named in Title III.

In California, the State Plan was delineated in A Revised Slate

Plan for Strengibening Instruction in Science, Mathematics, Modern

Foreign Languages, and Other Critical Subjects Under Secctions 301-

Instruction in the Humanities and the Arts Under Seciion 12 of P L.

89-209, a document approved by the California State Board of Education
on February 11, 1966,

Under the State Plan in California, the supervisory and related
services to improve the {eaching of the critical subjects (Title III-B)
was interpreted as préviding at no cost to districts, a limited number
of days of consultant time fo improve the quality of iustruction. Con-
sultant services were in addition to local rescurces. The consultants,
50 provi@cd, were considered a part of the State supervisory and
consuliant services. As such, the consultants, although requested by

the local agencies, were reimbursed by the State.

2y s Department

[P e

Title IIT Guidelines, Januvary 1965, revised Ap:

P Wellrre, NDEA

067 {Washinglon]

TUCTTTOllice ot Education, 1967, p. L




25

V. SUMMARY

To provide a setting for the NDEA funding for counsultant
services in the social sciences to the local districts, the background
of Federal Aid to Education has becn reviewed. The autonomy of the
district to structure a change appropriate to the local situation within
the framework of federal finaucing has been shown. The chapter has
also delineated the purposes of NDEA and the procedures for sub-
mitting aund for funding projects for NDIEA title JII-B consultant

services in the social sciences.



CHAPTER III

LITERATURE FROM SELECTED FIELDS

RELATED 10O THE STUDY

Much has been written in regard to the problewns of change,

the organization of public schools and the use of consultants for in-

service progiams in the schools., Only a brief summary of work

done which relates clesely to the problems at hand will be given here.

I. LITERATURE RELATED TO CHANGE

The research studies concerned with social change have

been done in six major fields: aunthropolo early socinlogy, rural

sociology, education, industrial and medical sociolugy. There ave
important differences among the rescarch traditions of the fields
represented, hnt there are commonalities as well which contribute

to & study of change in each of them.

Sources of the Literature

Rural sociology bas produced the greafest number of pablica-

tions and studics on the diffusion of new icdeas. ANosi of these studie

~

are concerned with the transmission of fa innovatious from agri-

cultural scientist 1o the farmer. The study of Ryavw anud Gross in
19432 on the analysis of the spread of hybrid seed corn in lowa really

marked the start of such studies. Since thew, aboud 300 different

P
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publications have appeared to report research findings in this area, 1

The second largest number of studies came from the field of

education. Ross in his book Administration for Adaptability, published

in 1958, listed over 150 studies. The studies which Ross reviewed
illustrate strong intercommurication within the ficld of education, but
show no close attention to other diffusion studies. The majorily of
educational diffusion studies have been doane under the spounsorship of
Paul Mort and Columbia University Teachers College. The unit of
analysis in most of these investigalions was the school system and the
data were gathered by mailed gquestionnaire.

Mort's early studice, oriented to school finance and state con-
trol led to the perception of the principle of adaptability., Writing

American Schools in Trausition in 1941 with Coruell, Mort defined

adaplability as

the capacity of a state school sysiem to respond to changing
demands on public education by casting off obsolete functions
and methods and taking on new ounes. In this respect the
state school system is considered to be the sum total of all
local school districts and central public educational agencics
which provide public education within the geographical limils
of the larger polilical unit. 3

1(301*}1&11'(3 Eichholz and Everetlt M. Rogers, "Resistance {0 the
Adoption of Audio-Visnal Aids by Elementary School Teachers:
Contrasts and Sirmnilarities to Agricultural Innovation, "' Innovation in
Education, Matthew B. Miles, editor (New York: Teachers Colilege,
Tolumbia University, 1964), p. 300.

2Ipid., pp. 301-302.

3 . . . .
Paul R. Mort and ¥rancis (. Cornell, American Schools
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Later, writing with Donald Ross in 1957, Mort defined adapt-
ability as "the capacity of the enterprise to adapt itself to new needs,

to newly recognized needs, or to the invention of better ways to meect

old needs. nd

In the educaticonal siudtcs done by Mort, adaplability referred
to the abilily to change and the term diffusion was used as a descrip-
tive state of the adaptalion process.

The i’ural sociologiat, however, has a more explicit definition
for diffusion. Two definitions from this ficld recur in the literature
of the studies relating to change. One is Rogers' classification of the
five stages of diffusion: awarénes:z, interest, eveluation, trial, and

adoption. 6 The other is that of Katz, et al., who say:

The process of diffusion is defined as the (1) acceptance,
(2) over time, (3) of sorae specific item--an idza or
ractice, (4} )y individuals, groups or other adopting
units, linked to (5) specific channels of communication,

{(6) 1o a social structure, and (7) lo a given systerm of
values, or culfure. The elements of this definition are
treated as an "accounting scheme' in terms of which
diffusion studies in the fields of sociology, anthropology,
rural soclology, mass communication, etc., are re-
viewed and problems of research design are explicated.

4 C
Paul R. Mort and Donald H. Ross, Principles of School
Adrﬂini stration (New York: McGraw-Hill Book Company, Inc.

1957y, po 1T

3

Mort and Cornell, on. cit., p. 3.

6
Eichholz and Rogers, op. cit., p. 303.

}‘ lihu Katz, Martin L. Levin and Herbert Hamilton,
carch on the Diffusion of Innovation, ' Amcorican

few, 28:237-252, April, 1963, A

1 -~ 1)
! T Cl\.l’ b!\)ll O g

S
Sociological Rev
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Change is also regarded as innovation or invention. Homer
Barnett's view of innovation stresses the creative aspect, implying
change through the recombination of parts into thatl which differs from
:isting for <‘8T\/Ll however va that generally speaking, "it
existing forms. iles, however, says that generally speaking, "it
seems more nseful to define an innovation as a deliberate, novel,
specific change, which is thought to be more cificacious in accom-
plishing the goals ¢of a system. 9 Gallaher belicves that it is more
useful to distinguish between the term innovater, the individual res-
pousible for the conception of an innovation, and the term advocale,
individuals or agencies who sponsor an innovation for the express
purpose of gaining its acceplance by others
Atwood suggests that intevaction theory be applied to the study
of educational innovation. This would mean that
Educational innovations are to be trealed as changes in
patierns of social action, and as the cmergcnce of new
patterns of events. Educational innovations become pro-
cesses described operationally as changes from prior
states in the number and identity of the people involved,
in the direction of action between thern, in the frequencies

of the specifiable kinds of evenls involviang them, and in
the duration and regularity of these events. They also

gfﬁozner Barnett, Innovation: The Basis of Cu ] ture Change
957

(New York: McGraw-Hill Hook Company, Inc., Y.

IMatthew B. Miles, Innovation in Education (New York:
Teachers College, Columbia University, 1964) p. 14.

10 . qn . . .
Art Gallalier, Jr., "Directed Change in Formal Organiza-
tions: The School System, " Change Processes in the Public Schools

(Eugene, Oregon: The Center for FRe AIVETCed Study ol ducational
Administration, University of Oregon Press, 1965) p. 41.
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become statements of changes in the dehd distribution
of people and actions, and of changes in the preceding and
concurrent sequences of linked events.

Agreement and commonality exist in the numerous studies,
regardless of whether they are termed adaptability, diffusion or
innovation. According to Eichholz and Rogers five crucial elements
in the diffusion of any type of innovation are the sarnc in studies iv
both rural sociology and education. They are:

1.  The innovation, defined as an idea perceived as vew by
the individual.
2. The communication of the ivnovation {rom one individual

o another. Diffusion is defined as the process by which an
idea spreads.

3. The innovaiion diffuses through a social system, defined

as a population of individuals who are Tunclionally differen-
tiated and engaged in collective problem-solving. . .

4.  Diffusion occurs over time. Not all individuals «zdopu an
innovation at the same time. Innovaliveness is defiued as the
degree io which an individual adopts new ideas relatively
earlier than other members of his social systeny.

5.  The time differential in adoption or rejection can be ex-
plained in part by the forms and stages of a u)pu()n- rejection.
These forms (Lgnm. ance, suspended judgment, situational,
personal and experimental) are directly related to the stages
found in both the adoplion and the rejectiou process. . . . It
may also be that certain forms of adoption- 3*C)ectloa lead to
a greater or lesser time differential.

Some generalizations found in educational studies seem to apply
to rural sociological studies and are also supported by evidence from

industrial and medical sociology studies. The findings by educational

rescarchers that schools which are more innovative have teachers who

M. S, Atwood, "Small Scale Administrative Change: Resis-
tance to the Introduction of a High School Guidance Prograra,
Innovation in ]}Iducaﬁma Matihew B. Miles, cditor (New York:

Teachers College, Columbia University, 1964) p. 52.

lgEichhol.z and Rogers, op. cit., pp. 312-313.
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attend out-of-town educational meelings and who read widely to find
new ideas coupled with the findings of rural sociologists that farmer -
innovators were more likely {o travel to metropolitan cities than were

laggards suggest that "innovativencss varies directly with cosmopol-

iteness (dcfined as the degrec to which an individual's orientation is

nl3

external to a particular social system).
From the evidence that innovative farmers operated larger
farms, earmned higher gross farm incomes, and had higher net worth
than less innovative farmers, that the more innovative school systems
are located in comrnuunities with higher average incomes and greater
school tax support, that medical doctors with rich patients and indus-
trial firms with larger operations are characterized by innovativeness,

another generalization is suggesied: "innovativeress varies dirvectly
14

1"

with financial resources.

Lag in Educational Change

One of the long-recognized problems of education has been the
lag between insight into a need, invention of a solution, and the diffu-
séoQ of the practice into the schools. The studies on adaptability
have concerned themselves with finding bow educational changes occour
and the rate of such changes. Seven stages appear in the adaptation

period:

(1) the emergence of a need; (2) the recoguition of the need;
(3) the definition of the necd; (4) the invention of ways and

means of meeting the need; (‘3) the introduction of the

1
“Ibid., pp. 313-314.



invention into one or more communities; (6} the improve-
ment of the invention in actual practice; and (7) the
diffusion of the invention throughout the schools of the
state, *~

Educational change has been a slow process. The identification

of need is frequently a long, drawn-out process. Tryout of inveuntions

takes aboul a half a century. Another fifty or sixty years is typically

required for diffusion of an adequate invention. When the diffusion is

nearly complete, it slows down and it takes many more years for
laggard schools to adaph, A cluster or composite of inventions indi-
cating a major change seems about as rapid in diffusion as a simple
change. The evidence also indicates that "'while the shape of the
diffusion curve is constant, deliberate effort can reduce the time

. . 16
dimension. "

Frorm the research which he surveyed, Ross summarized seven

steps which could reduce the lag and speed the process of change.
1. Systematic attempts to identify educational needs.

2.  Wider understanding of the latest technical findings in
regard to factors that effect the success of educalional under-
takings, understanding of the things scientifically established
as conditions of behavior, of learning, of growth.

"3.  Construction of concepts descriptive of evolutionary goals
in school change-~-descriptions of "emerging designs. "

4. Widespread attempts to apply the technical and empirically
established knowledge of the process of cducation to the dis-
covered need; in other words, stimulation of deliberate efforts
at intelligent inveniion,

15
Mort and Ross, op. c_’i‘g:", p. 202.



5. Publication of likely inventions or discrete practices
that seern to work, so that they may be quickly and widely
tested in use and partial solutions may be utilized in the
construction of major changes.

6. Utilization of every method of communication to spread

the use of power by larger units of administration so as to
"mop up the laggards, "17

Barriers to Change in Education

The review of studies from other disciplines revealed that
change occurs more slowly in education than in medicine, in indus-
try, and in agricu].fure. The literature also disclosed some barriers
to change in education that are not present in the other fields.

Richard O. Carlson of the Center for the Advanced Study of
Educational Administration at the University of Oregon suggested
three barriers to change in education. v One of the most important
is that education has no change agent. In agriculture, for example,
the county extension agent acls as a change agent. He advocates the
introduction of new practices o the farmer. In educetion there is no
comparable role. The state and county superintendents and their
departments of education have as their major function the regulation
of education rather than the introduction of innovation. Itis also
difficult to make a case for the district superintendent having as his

major function the advocacy of change. Even in instances where the

17Donald H. Ross, editor, Administration for Adaptability
(New York: Metropolitan School Study Council, 1958) p. 58.7

lgRichard O. Carlson, "Barriers to Change in Public Schools, "
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superintendent has through necessity assumed the role of change agent,
he must function within the system rather than from outside the oper-
ating system as the agriculiural extension agent.

The schools are also slow to change according to Carlson, be-
cause of the weakuess of the knowledge base aboul new educational
practices. Rarely has a school innovation been backed by extensive
research, experiment, and development. The school superintendent,
therefore, when he acts as a change agent must do the work that is
done in agriculture by both the county extension ageut and the agricul-
tural experimental station.

The third factor that Carlson identified as a barrier to educa-
tional change had to do with the organizational characteristics of the
schools and the relationship cof the school as an organization and its
clients. The public school az an organization canonot select its clients
and the clients must accept the services of the school. Such organi-
zatious are labeled "domesticated organizations' indicating that they
are protected and cared for in a fashion similar to domesticated
animals. They are protectied by the sociely they serve. They are

cnaranteed.

funded; a steady flow of clients is assurcd; existence is g

Societly As;faes domesticated organizations as essential to the social sys-
tem and protects them through laws. The consequence of such §1*O~
tection is to produce a stability and thus reduce the need for and
interest in change.

Barton and Wilder drew similar conclusions after looking at
the application of medical research to medical practice. They have

concluded that the application of scientific rescarch to education
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presents problems similar to those it medicine but with several
special factors aggravating conditions in education. They have stated:

First of all, the sciences involved, those of human behavior,
have metheds that are less well developed than those of the
natural sciences, and labor under ceriain inherent restric-
tions., Second, the problems of values and goals present in
any applicalion of science are more complex and controver -
sial in education than in medicine. The restoration of health
is easier to define thau the creation of au educated person.
The period during which scientific research was introduced
into education was also a time of crusades to change--broad-
ening In some ways, narrowing in others--the goals of
education (Cremin, 1961). Scientific theories of the ways
children develop and learn became deeply euntangled with
ideological conflicts. And third, the public has nol yet been
willing to pay for the recruitment and training of professionals
comparable to those in medicine to staff their schools.

In cornparingeducational seltings with those in agriculture,
medicine, industry and public health, Lippitt suggests several special
features of the change problem in education which are more complex
than those in the other fields., Hence they may also be factors which
impede change in education. A summarization of the factors suggested
by Lippitt is as fol]ows:zo

1. In order for a change to be successful some changes in
the attitudes and skills and values of the practitioner are implied and

required.

19 . .
Allen H. Barion and David E. Wilder, "Rescarch and
Practice in the Teaching of Reading: A Progress Report, " Innovalion

in Lducation, Matthew B. Miles, editor (New York: Teach@rs
Tdllege, Columbia Universily, 1964) pp. 362-363.

20, . . .
Ronald Lippitt, "Roles and Processes in Curriculum Develop-
PP, )
ment and Change, 't Strategy for Curriculum Chanoee, Robert R. Leesper,
[ R R o P & e N
editor (Washington,” 37CTT Association [or Supervision and Curriculum
Developrnent, 1965) pp. 11-26.
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2. In education a gfeat proporiion of the significant new
inventions remains quite invisible, undocumented, and inaccessible
for consideration by potential adopters. Interviews revealed that
educators are inhibited to @ large degree when it comes to communi-
cating aboutl their own inventiveness as well as hesitant to adopt some-
body else's practice because that might be considered imitation and
as such, that would be bad.

3. Those in education feel that they are supposed to be their
own inventors and to use, adopt, or adapt ideas from some other
source would cause colleagucs to look down upon them.

4. FEducation lacks a professional nelwork of communicators
and agents of change.

5. Colleague relations inbibit the trial and adoption of
innovations.

6. In education in comparison with other ficlds there appears
to be a significant lack of working relationship and design for collab-
oration belween the behavioral scientists and the educational engineers.

7. Ome of the most critical factors is the lack of clear feed-
back to reinforce the change efforts. The educator does not know
whether his tryouts are being successful in the ways that he had hoped.

8. The feeling on the part of educators that experimentalion
will be regarded adversely by the supporting cdmrnunity of parents,
agencies, organizations and boards of education.

Pellegrin also saw major impediments to the achievementl of

effective changes in education. He listied them as:

(1) There is serious counfusion in the field of education concerning
the sourccs of reliable and valid kuowledge.



(2) In view of the tremcndous complexity, size and scope
of the educational enterprise in the United States, the
division of labor thai exists is rudimentary and wholly
inadequate for the specialized roles that must be performed :
if we are to make the right kinds of innovations effectively.

(3). . . Mosti training programs do not prepare studenis for

a wide variety of specialized roles, but attempt to give them

a conception of the field of education which minimized special-
izations. A major consecquence is that relatively few special-
icts are prepared, especially in rescarch, development, and
dissernination; thus the teacher or administrator may feel
that he is as much of a specialist or expert oun a given subject
as anyone else,

(4) There is a lack of opportunity, resources, and settings
for introducing innovations on an experimental basis and for
evaluating them objectively through research.

(5) Persouns who play different roles in education--teachers,

administrators, and rescarchers, for example--do not have
their work linked together by any institutiovalized means or
procedures, Thus each can . . . counduct his work in isolafion
from and ignorance of the knowledge and specialized compe-
tencices of the other.

(6) There are grave weakuesses of channels and procedures
for dissemination. Unlike many academic disciplines,
education cannot rely almost exclusively on the printed media
for disseminating information. . . . there is 2 great deal of
suspicion of sources of knowledge which are not known per-
sonally to the practitioner.

(7) . . . the professional culture in education contains certain
ideological beliefs that serve lo block effective innovatioun.

(8) How educational practices can be related accurately to the
goals and ambitions of the public is a question that is shrouded
in doubt and uncertainty. A paradox, in fact, exisls: while
most change in education is externally induced, educators have
but limited and highly unreliable means of identifying the scope
and intensity of public demands for educational programs. . . el

ZlRolland J. Pellegrin, "An Analysis of Sources and Processes
of Innovation in Education” ( a paper presented at the Conference on
Educational Change sponsored by the Demouastration Project for Gifted
Youth and the U.S. Otftice of Education, Allerion Park, Illinois,
February 28, 1966), pp. 18-20.



38
Mlles, in summarizing the generalizations derived {rom the

many contributors to Innovation in Education, said that the diffusion

rates for education may be slower than in agriculture, medicine or
industry because of:

the absence of valid scientific research findings; the lack
of change agents to promote new educational 1deau, and the
lack of economic incentive to adopl innovations (since edu-
cational products do not have immediste economic payoff,
and educational practitioners ave paid ou the basis of
longevity rather than ou net output, .

It is also possible that certain ideological belicfs in
the educational profession serve to block effective innova-
tion by effectively insulaiing educatlionzl practitioners from
reality. . . .

. . . existing educational product specifications, as
manifested in staic or national examinations, serve to
inhibit change in educational procedures

. . . it certainly seems possible t‘rnt vu]ncrabdlt"
to outside influence, the use of persouns rather than phy: :wal
technology as primary instruments of change, and lay con-
trol may all serve to lower innovaticn rates in educational
organizations, seen comparatively with other organizatious.

e

The Sources of Educational Change

Innovations come from various sources, Much of the literature

was concerned with identifying the events, persons, groups, grante,
and other sources which caused the generation of ideas and the ditffu-
sion of practices

Pellegrin addressed himself to what he termed the current
sources of educational inunovation. He focused on the positions and
roles of persouns in organizational sellings in a simplified version of
role theory. He pointed out that "role theory assumes that for every

position or status in an organization . . . there are accompanying

22

Miles, Op cz’L., pp. 634-635.
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role beha‘viors and normative expectations. 23 14 g possible, how-
ever, that norrnative expectations associated with a particular
position may encourage stable behavior rather than innovative activity.
He proceeded then o examine positions of individué]s; groups and
organizations to identify their sources of innovations.

The first source of innovation Pellegrin identified was the
classroom teacher who seldom plays a major role as the teacher's jnb
conception usually does not range far beyond his own school room.
Also there is a lack of institutionalized procedure for disseminating
the innovative patterns and procedures which a teacher may develop.
Teachers seldom suggest new working patterns for thernselves. Role
expectations within the school organization emphasizes standardization
and routing rather than novelty.

The administrator (superintendent or principal) is the ke-y
elcrﬁen’c in planning and effecting improvement in local school dis-
tricts. The superintendent is the crucial figure in the district. The
superintendent holds a position of power, real or perceived. He has
mozre authority than any onec else at the local level. The principal
holds a similar role in his building. The privcipal, at the building
level, creates a climate that nurtures or discourages change.

A third source suggested by Pellegrin was the board of educa-
tion which is important in the process of change largely through
influences and conlrol of the allocation of resources, but seldom

excerts much leadership in specific program changes. Board mombers

23173@1165;1'1'&'1, op. cit., p. 4.
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are usually more cifective brakes than stimmulators.

He further asserted that the lay public is assumed by most of
those in education to be interested in the schools, but only a small
proportion of the population is actively engaged in educational affairs.
Laymen who are involved represent the highly educated, high incorne,
managerial and professional segments of the community.

The state departments of education have played @ modest role
in effecting improvement in most local disiricts. They have enforced
minimum standardé, distributed funds, administered regulations, and
pérformed service functiouns.

Education faculties in colleges and universities give primary
importance to training new teachers and administrators. They are
thus translators, disseminators, trainers and indoctrinators. They
contribute to in-service training in the field. Empirical evidence
makes one qucstion their significance in encouraging innovation.

Professional asscciations, even though on a statewide and
nationwide basis, have had negligible effect upon local practice.

Association conventions and activities serve to acguaint members

l
with new practices and their literature often reports on promising
practices. Some skepticism exisis, however, that the association
jourunals carry the full truth about programs in other schools.

The United States Office of Education and other federal agencies
had wo discernible effect on local school districts until recently. The
USOX has assumed a vital role in innovation. Other {ederal agencies

(=)
such as the National Science Foundation have oreatly iufluenced the
& J

content of innovaticas.



The textbook publishers are also sources of change. The
schools depend heavily upon them for instructional materials and the
publishers develop materials to meet the demands. Occasionally
publishers resist changing their materials because they have a2 sub-
stantial stake in another program.

Scientiste, technical specialists and other experts have had an
extremely significant role in the innovation process. Specialists in
other academic ficlds are beginning to play similar roles in curriculum
development. Engineers and psychologists and others are applying
computer technology to education. Such roles are either recently
developed or are just emerging and in all probability will have an
important impact on future innovation.

Pellegrin concluded the foregoing discussion by saying:

. . . I bave tried to take stock of what is, not what should be,
My second major point--and this is by far the most important

¥ i P 1%
one--is that if one looks over the statements made in this
section, he cannot fail to be irapressed by the fact that the
greatest stimuli to changes in cducation originate in souvces
external to the field. What I have shown is that the sources
of inpovation lie largely outside the local community, and in
most instances outside the educalional profession. Innovatiouns
are channeled into the local community from the ocutside, and
their introduction on the local corm'ntunity level depends
primarily upou the superintendeunt. %

In a study of curricular change in the elcmentary and secondary
schools, Mackenzie identified a group of sources similar to Pellegrin's.
However; Mackenzie referred to his categories as participants in

change--the individuals or groups exercising influence relative to

curricular change, He classifies the participants in change as internal

4. .
Ibid., pp. 5-12.
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or external., Internal participants were those who had a direct con-
nection with the legal or social system under consideration, whereas
external participants were those outside the immediate systemn. He
categorized the following as internal participanis: siudents, teachers,
principals, supervisors, superintendents, boards of education, citizens
in local communities, siate legislatures, state boards or departments
of eduvcation; and state and federal courts. Mackenzie differs from
Pellegrin only in the inclusion of students 25 a source of chaunge.
Because students influence teachers' practices either by their direct
actions (interest, apathy, satisfaction) and by their inudirect action
(making their opinions of teachers, time allocation, subjecl maiter,
and methods known to parents and principals), they were included as
determiners of change and termed internal participanis,

The external participants in curricular change as identified by
Mackcazie were grouped into six categories: r:c>11~educartipnists (indi-
viduals and groups), foundatiouns, academicians (individuals and groups),
business and industry (including materials and lacilities producers, and
agents of the mass media), educationists, {individuals, groups, and
organizatlions such as teacher-education institutions, accrediting
agencies, and professional associatious), aud the national government

25

(primarily the legislative and executive brancktes).
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Institutional Change

To look at change as it occurs in the school necessitates looking
at the school in its sociological setting. The school because it has a
total configuration of prescribed behavior patterns is a social insti-
e 26 . ‘
tution. An educational chaunge as conducted by state and local
authorities should be recognized as fundamentally a form of institutional
2T e o _— Ce af
change. Institutional or organizational change is affected by a number
of conditions which must be taken into consideration when planning for
change or for implementing change. The school must be recognized as
a subpart of the social system. It is subjcct to the influences of changes
already going on outside the organization. An interrelationship exists

between the school and the outside society and the school finds itself

Ll

reacting to changes in the society of which it is a par
No social institution changes easily. The strain of changing

habits ranges from annoying to devasta?ing. Jealousies, multi-loyalties,

preoccupation with organizational charts and a lack of a top-level

attitude favorable to change make planning for change difficult and

bringing it about even more so. Mulliple forces are always operating

to facilitate or to inhibit change in an organization. It is necessary to

analyze the fields of influences which these forces are exerting upon

i‘hé organization and the people in it as a first step in the strategy of

planning for change.

6Frances J. Brown, Educational Sociology, Second Edilion
New York: Prentice-Hall, Inc., 1954), p. 115,
( I

TRenneth H. Hansen, "Plaaning for Changes in Education,
ing and Effecting Needed Changes in Education, Fdgar 1. Morphet

'3 0O Ryan, edifors {(Now York: C on Press, 1967), p. 23.
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Change cannot be limited to any one segment of a living organi-
zation as the total structure is so interrelated that a2 change in one
segment produces change in another. Kahn and Katz have put it this
way:
the psychological field is an intervening construct and
as such is not directly susceptible to manipulation; the field
changes when the social psychological euvironmeut changes,
and such alterations usually involve broad segments of the
organizaticn in addition to the group in which change is
proposed. 28
In the long run the personnel within an organization are the ones who
will be changed following a change in the social psychological environ-
ment.
Some changes just happen without conscious planning. Such
changes may or may not be usetul or effective. In fact, they may
actually be harmful to the organization. Change, therefore, has to be

brought about consciously--often from outside sources. And heve,

according to Hansen, a paradox emerges: ''the most desirable change

and the most effcctive change is that which is self-generated within an

29

organization, or by the people involved. "

Schools are similar to other social organizations. Social organi-
zations are not characterized by change. Their outstanding characteris-
tic appears to be stability, rather than change. Since the tendency of

organizations is 10 maintain a steady state, the major impetus for

Z8Robert L. Kahn and Daniel Katz, "Leadership Practices in
Relation to Productivity and Morale, ' Group Dynamics, Research and
Theory, Dorwin Cartwright and Alvin Zander, edifors (Evauaston:
Tinois: Rowe, Peterson aud Company, 1953), p. 62

E
7.

ZgHansen, op. cit., p. 24.
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change comes [rom outside the organization. The hié:t‘archia] nature
of organizations impedes change, The hierarchial structure mzkes
innovation or change-thrust from the bottorn vp virtually impossible.
When change in an organization does occur, it teuds o occur from the
top down, not from the botltom up. 30

Not only is the school as en organization resistant to change,
but often efforts to iutroduce some kind of a change are met with re-
sistance. The study by Atwood described and analyzed the sfeps a
principal of a large city high school took to imiprove the guidance ser-
vices offerced the students. When the idea for the program was intro-
duced, the experienced teachers in the school expressed favorable
attitudes for guidance. However, when the program was actually put
into action, it upsetl the interaction patferns of the facully and un-
favorable attitudes toward the program developed as a result. In
reviewing the events which preceded the innovation of the guidance
program, he found that nine prior changes had been made in the school
system which had affected the interaction patterns of the faculily.
Atwood concluded that the cm*nplaiﬁts about the guidaunce program
served in parl as a channel for expressing the feelings of pressure
resulting from the other changes in the system.

Resistance or rejection of an innovatlion has been given little

consideration in diffusion studies. Most studies are concerned with

ODaniel E. Griffiths, "Administrative Theory and Change in
Organizations, " Innovatiouns in Education, I\V‘Xatﬂmw B. Miles, editor
(New York: Teacliers College, Columbia University, 1964), pp. 425-436.

\31A‘twood, op. cit., pp. 49.-76.
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adoptlion. However, it must be recognized that some changes are not

only resisted, but arec also rejected. IEichholz and Rogers postulatec}'
a theory of rejection which they tested with an investigation in the usc
of audio-visual aids. Using the five stages whereby adopters ulti-
mately use an innovation the researchers attempted to formulate a
rejection-adoptlion theory based primarily on rejection and incorpor-
ating "discouvtinuances' as a logical result of either the rejection ox
the adoption process. The five stages in diffusion of innovation as
identified earlier in this chapter are: (1) awareness: the individual

learns of the existence of thc innovation; (2) interest: the individual

s s seeks more information and considers the merits of the iunovation;

(3) evaluation: the individual makes a mental application of the inno-

/ vation and weighs its merits for bis particular situation; (4) trial:
the individual applies the innovation on a small scale; (5) adoption:
the individual accepts Athe innovation or continues use on the basis of
a previous trial.

It was hypothesized that rejection would parailel the same five
processes. 'To test the theory and validate the postulated c],assifications,
forty-five teachers in a metropolitan school system were selected for
interviews in 1960. The interviews were transcribed and the attitude
statements were tabulated on a previously developed classification
system. ~ The form of rejections as revised from the results of the
study included: (1) ignorance, no information: (2) suspended judg-
meunt--considered to be on the same level as awareness in the diffusion
model; (3) situational--on the level of interest in the diffusion model
for adoption, for rejection it is the stage of indifference; (4) personal--

the evaluation stage for adoption, but fhe denial stage for rcjection;
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(5) experimental--trial stage for both adoption and rejection. There
is some reason to believe that a person may be either a potential

adopter or a potenlial rejecter, approaching an innovation with adopter

. 32
or rejecter 'sets.

Organizations, made up of individuals, too, are subject 1‘;0 the
rejection-adoption syndrome. Some of the recent literature deals
with introduction, acceptance and rejection of change within the organi-
zational structure. Oue writer found that the creative organizations:

. . . encourage "idea men'; have open chaunels of communi-
cation; encourage contact with outside sources; employ
heterogeneous types of personnel; assign non-specialists as
well as experts to problems; use an objective, fact-founded
approach; encourage the evaluation of ideas on their merits
rather than according to the status of the persous originating
them; make systematic efforts to select personnel and to
reward them solely on the basis of meril; iuvest in basic
research and are flexible with regard to long-raange planning;
experiment with new ideas rather than pre-judging things on
"rational' grounds--i.e., everything "gets a chance'; are
more decentralized and diversified than less innovaiive
organizations; have "administrative slack, " permitting time
’ and resources to be used to absorb errors; have & 'risk-
taking ethos, " tolerating and expecting that chances will be
taken; are not run as a "tight ship, " but permit employees
to have fun, to have frecedom in choosing and pursuing prob-
lems, and to discuss ideas; are organizationally autonomous,
and do not try to pattern their interests and activities on other
organizations that serve as models; have "separate units or
occasions for generating vs. evalualing ideas'; aund separate
creative [rom productive functiouns. 33

Miles also rates the organization as important in the change

process. He maintains that the health of the organization will be an

3'ZE’%Lchho].z and Rogers, _Q_P;__.Cji“' pp. 299-312.
33Pellegriu, op. cit., p. 16, citing The Creative Organization,
Gary A. Steiner, editor. -
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indicator of the success of any change cffort. Chauge is conditioned
by the systern in which it takes place. Ten dimensions which will
indicate organizaltion health are: goal focus; communication adequacy;
optimal power equalization; cohesiveness; morale; innovativenass;
autonomy; adaptatlion; problem-solving adequacy. FEducational sys-
tems, however, have some unique properties which hinder growth of
the individual systems because they affect the foregoing dimensions
of organizational health. They are: goal ambiguity; ivput; vari-
ability; role performance invisibility; low interdependence; vulner-
ability; lay-professional control problems; low techuological

. 4
investment, 3

Acceleration of Change in Education

The review of studies as previously cited from other disciplines
indicaled that change has occurred more slowly in education than in
medicine, in industry, or in agriculture. In recent yecars, however,
noticeable acceleration in the process of educalional change has taken

place. In 1965, Time Magazine quoted Ellsworth Tompkins, executive

secretlary of the Nalional Association of Secoundary School Principals
as saying, ''over the past seven or eight years we have expericecnced in

the schools the most important developments since the establishment

of public cducation. 135

34Matthew B. Miles, "Planned Change and Organizational Health:

Figure and Ground, ' Change Processes in the Public Schools (Eugene:
Orcgon: The Ceunter for the Advanced Situdy of Iducational Administra-
tion, University of Oregon, 1965), pp. 11-33.

5. : . . o . -
Tirne Magazine, 'Students: On the Fringe of a Golden KEra, "

85:56, January 29, 1965, reprinted in The Changing Secondary School
Curriculum, Williarzn M. Alexander, editor (San Frauncisco: Holt,
Rinchari and Winstoun, 1967), p. 82.
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Bruner's statement that "any subject can be taught effectively
in some intellectually houest form to any child at any stage of develop-
ment"3% marked the beginning of the era to which Tompkins referred
andvbrougkt atlention to the increased efforts for cﬁange as well as
focus to the structure of content and the use of an inquiry approach to
learning. Curriculum development projects in process at that time,
such as thz School Mathematics Study Group, the Universily of Illinois
Mathematics project, the Physical Science Study Committee, and the

)
Biological Sciences Curriculum Study, were developing classroom
materials based on the hypothesis stéted by Bruner. These projects
brought teams composed of scholars in the disciplinary fields, teachers
in the elementary and secondary schools and other specialists, as
needed, together to design curricula for the above mentioned elementary
and secondary subjects.

The rapidity with which the new curriculum changes as exem-
plified by the foregoiug projects veached into the schools and reduced
the lag noted by Mort and his associates may be illustrated with the
following information. In 1965 nearly half the high school studeonts
studying physics were learning through discovery; one-third of the
chemistry students and one-fourth of the biclogy studeunts were taking
completely revamped courses. The new mathernatics reached about
seventy percent of the students in grades seven'through twelve., In

1958 the United States public schools conducted only forty-five language

2

f'\ oy * N .
Jerome S. Bruucr, The Process of Education (iNew York:
Vintage Books, A Division of Random House

L T950Y, P 33,
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laboratories and in 1965 the number soared to 7, 000. 31 These
changes took place in a matter of ten years or less as compared to
the fifty year lag noted by Mort.

The acceleration in introducing new curricula into the schools
may be seen ag a resull of several forces. To identify the forces and

find the reasons for the increased tempo means looking at society as

-

well as at education. The social euvircnment ig changing rapidly.

The population is increasingly mobile, with the greatest movement
toward and within the cities. Increasing urbarnization, as it changes

the social environment also necessitates changes in the institutions
created by and serving the sociely. Thus the school, a social institution,
resistant to change as shown earlier, bhas becn receiving pressurce from
the society to change to meet the demands of the new environment. The
school, developed to serve a rural economy, cannot meet the needs of

an urban one. As Chandler said, ”thosg: concerned wilh schools in

urban areas are challenged te provide educatlion for a society that did

38 .. . . .
" The new froantier for education is the

not exist even a decade ago.
megalopolis as this is where most of 'Lh? people are.

With the movement of people into the megalopolis the social
forces affecting the schools are numerous. These forces include: the

demaunds of more people for more schooling for a longer period of time;

rising costs [or schools coupled with increased taxes; population shiflts;

37, . . .
Time Magazine, loc, cit,

38 S . . .
B. J. Chaundler, "Forces Influencing Urbau Schools, !
Education in Urban Socicty, B. J. Chandler, Lindley J. Siiles, and
John 1. Kitsuse, ¢ditors (New York: Dodd, Mead and Company,

1962), P. 4. .
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the inability of the political organization in the urban areas to meet the
demands of increased population necessitating assistance from the next
higher level of government; the barrage of mass media of coramuni-
cation; pockets of one-class neighborhoods; decrease in the number of
unskilled jobs and increase in the demand for skilled labor; inadequacy
of recreational facilities in the urban areas; the 1'01é of non-public
schools in serving dense population areas. Such social forces shape
the learning climaie éf the schools. They "influence the school
curric’ulu'm, teaching, and personunel policies and staffing patterns, as
well as the standards of achievement that can be maintained. '"39

One of thé most important forces acting upon the schoois to
force change comes from increased scientific activity. The heavy
financing of the physical sciences has helped to determine scicuce
offerings in the public schools. In recent years a close working rela-
tionship between subject matier scholars and the professional cducators
has developed as a result of the emphasis upon science. Goverument
policy has encouraged this emphasis upon science aud mathematics.

All of the scientific activity has had a direct influence upon the method
of teaching. It has fostered an inquiry approach. It has also brought

to the foreground technological devices in the form of tzaching machines
and programmed learning. Funding for research activities bas also had
great impact upoun the amount of educational research and the interest

. . . . : 40
of the subjesct matter scholars in working with education.

39}_@;};, pp- 4-25.

401bid. , pp. 25-35.
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Jaunni, looking at the forces affecting change in the schools
from an educator's viewpoiut, credited the acceleration to "a drive
to 'catch up' with the Russians and the attention which the civil rights
movement focused on the educational problems of the disadvantaged.!
He said that these two factors had 'garnered far more governmental,
public and even scholarly concern than years of educational research.'”
He then summarized the results of these forces in lerms of some of the
changes in the educational systern which have occurred in the last
decade. Scholars and scientists have gone into classrooms with the
experienced teachers to creaie, fest, revise materials and met 10du
that incorporate the best knowledge of today into the curriculum. Sec-
ondly, new teaching techniques have been developed which rely upon
hounest and rigorous teaching of basic coucepts from the academic
disciplines. Furthermore, a new understanding of the structure of
subject matter coupled with a new approach to the estimate of the
learning capacity of children has brought cha nge into the curriculurm.
Children are learning to read at a younger age, subjects arc being
introduced earlier in the curriculum, for example, economics in the
primary grades. Lastly, the realization that research and develop-
ment in education are a continuous process of experimentation and
innovation which must involve the school as well as the laboratory,

teacher and researcher has helped to close the gap between theory and

ractice. Financial support for research-development-evaluation and
P Pr P

41francis A. J. Tanui, "Research and Experimentation in
Fducation, " Phi Delta Kavpan, 46:489, June, 1965, reprinted in The

Chaunging Secondary School (urrlculun, Villiam M. Alexauder, edilor
(Sau bYanciscor Holt, Rinebartand Winston, 1967), pp. 445-448.
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different approaches to curriculum has heen made available through
the Cooperative Research Program under the United States Olfice of
Education. The Elementary and Secoundary Education Act {(Public Law
89-10) has also opened new possibilities for educational experimentation
and innovation.

Although the evidence points to an acceleration of the change
process in the schools, the gap existing between the researcher and the

schoolman countinues 1o retard the process. The last decade has brought

about a wealth of new ideas, but not enough of the new ideas have reach-

ed the classroom. JIannl said that:

. . . neither the efforts to innovate nor the arrangements for
diffusing innovation have been developed on a scale that even
approaches the need. There have been some very significant
programs of experimentation which led to change in the schools,
but by and large they have come from the scientific and scholarly
community rather than what we traditionally counsider an educa-
tional research. 42

The Change Process

Studies of districts, states, and arcas where planned change has
been undertaken reveal some common elements, both in procedures and
in problems. Also clearly shown is that change cccurs in stages.

From his study regarding the dynaraics of educational change in
New York State, Brickell concluded that the design, evaluation, and
dissemination of innovations are three distinctly different processes
involved in change. He said that:

. . our failure to distinguish--indeed, our dogged refusal {o
recognize--the three phases ol change is the most formidable

42 . . .
Ibid., p. 445,
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block to insiructional inﬁprovexnent today, . . . the field

of education is organized on the assurnption that all phases

can occur simultaneously in a single setticg. 43

Brickell further discussed the process of change occurring in

the local schools as a three step procedure. The first step is deciding
upon change, In this step of the procedure the most persuasive way of
deciding is to visit another school and observe the prograrn under con-
sidervation in action. The second step is introducing the change. Here
he stated that the most successful innovations in the local schools are
those which are aécompanied by the most einberate help 1o teachers as
they begin the new ingtructional program. The arnount of help provided
to the teachers is a critical factor in determining the success of the
“innovation. The feelings cf inadeguacy and unceriainty often expressead
early in the process of introducing change into the distirict should be
distinguished from outright resistance to the crhange. Uncertainties
diminish with expzrience which probably explains why teachers begin
to prefer new programs after they have worked in them for several
mouaths. The third step in change processes in the local school is eval-
vation. Here it secms that the "Hawthorne effect” goes hand in hand
with educational innovation. Higher produciicn is evidently stimulated
by change which does not alter the original rezaurces but does offer
recognition and group approval of higher geoals. Evaluation is almost
always evaluated by observiug the reactions of students receiving the

new instruction. Complex techniques are seldom used to evaluate

4313@111‘31 M. Brickell, "State Orga
Change: A Case Study and a Proposal,’
Maithew B. Miles, editor (New York: Teachezs
University, 1964), p. 502.

‘on for Educationzl
Education,
-ge, Columbia




educational innovations and never outweigh student reaction to the

process.44

In 1963 Johnsbn451nadeeistudyinACalﬁorniato assess the
actual effects of the NDEA Title IIl legislation in foreign language,
scieuce and nqathérnatics at the local school level. Iie reported that
five outl of six administrators felt that significant changes had taken
place in their instructional programs, and fwo oul of three felt that
these changes in program had brought about equally significant changes
in the organizati(:)ﬁ for instruction within their school. School districts,
however, reported thal they had been unable to complete their inservice
plans, or to conduct adequate evaluation of either existing or changed
prograrns. The changes and improvernents uoted did not occur with -
in the traditional boundaries of curriculum change which followed these
steps: (1) evaluation of existing program; (2) review of the literature
1o determine more elfiective methods: (3) revision of course of study
and tcachers guides, incorporating rnodilications suggested by the re-
search; (4) acquisition of additional equipment and materials needed
for the modified instructional plan; (5) iuservice meetings conducted
by administrative and supervisory staff in the use of the new equipm,cﬁt;
(6) introduction of the new program to the classrooms. In attempting to

find out how the change had occurred, he found that the number of

44, . .
Brickell, op. cit., pp. 503-506.

SDOna}d W. Johnson, "Title III and the Dynamics of Educational
Change in California Schools,” Invovation in Iducation, Matthew B.
Pd e R« X7 Ly PN Ry :4{;.

. i P . B / PR T RPN R oL I Ry el : T Jnivers
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teachers involved in the program change delermined the way the
change was effected. Where only a small number of teachers were
involved as in a high school physics program the change could be
effected by (1) seuding one or two teachers to a summer institute or
workshop; (2} providing consultant help to insuve that the resulting
experirnentai course was being taught as specified by the institute;

(3) having the experimental and other physics teachers meet frequently
during the year; (4) gaining approval from the board of education to
continue experimentation for a second year; (%) submitting an NDEA
project for equipment and consultant help; (6) holding & workshop of
three to seven weeks for physics teachers; and (7) having all physics
teachers institute the vew program with (_tOnS’f,a‘nt consultant help.

At the elementary level administrators reported that they had
difficully instituting programs of change uniformly among all teachers,
Teachers' varying motivations and tempos of learning new kuowledges
and skills plus the inability of the administrative and supervisory staff
to provide effective leadership in the subsfantive content of new pro-
grams made in-service training through workshops and teachers’
independent cfforts to oblain needed training ineffective. In addition,

the process cenlering around provision of new equipment and materials

appeared 1o be cyclical. New equipment was first rejected or preference

for a different kind was expressed. After the preferred equipinent was
purchased, the teachers accepled 1'(35p@nsibility for securing the need-
ed skills ou their own lime and at their own expense. The equipment
and materials were then intréduced to the classrooms and further
informal evaluation was made. This was followed by another cycle of

change.
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Johnson summarized the foregoing process by saying:
The three main aspects of this informal change process
appeared to be (1) increased depth of involvement by the
individual teacher, (2) increased numbers of teachers
included, and (3) enrichment in the quantity and quality
of instructional equipn&en‘{:(«:nd materials made available
to teachers and students, 46 '

The three most common problems that faced districts as they
endeavored to strengthen and improve their programs were: (1) shortage
of money; (2} lack of consultants and administrative staff to conduct in-
service programs; and (3) difficulty in obtaining teachers capable of
effective instruction in the changed science, mathematics, and modern
foreign language programs. Because of this difficully in obtaining
capable teachers the most frequently requested service from the State
Bureau of NDEA Administration was for increascd consultant services
for the conduct of in-service training programs. 47

A number of studics have attermpted to ascertlain the factors and
practices involved in adaptation and diffusion. Demeter generalized on
what appeared to be the salient factors in the introduction and diffusion
of practices in Metropolitan School Study Councils. He listed the factors
as the following eight points:

1. Effective introduction and diffusion is taking place in
communities where there is recognition of a need for keeping
constantly in touch with nwew ideas aund practices. ...

2. The early introduction and spread of new ideas is the
result of a deliberate design and program for keeping the

school system in touch with the latest educational developments.
3. The "local stecering conmittee' (a deliberately organized

461hig. , p. 171.

47, . .
'7lblci. , p. L2,




group of administrators and teachers who function as a
reception cormunittee for new idecas) plays a vital vrole in

the adaptation process,

4. The preseance of an individual, a "spaxrk plug, " who
champions the introduction and diffusion of new materials
appears to be very helpful.

5. Building principals are key figurcs in the process.
Where they are both aware of and sympathetic to an inven-
tion, it tends to prosper. Where they are ignorant of its
existence, or apathetic if not hostile, it tends to remain
outside the blood stream of the school.

6. Effective introduction and diffusion tend to be accelerated
when conunected with already ongoing activities.

7. Where more than one technique and device and numerous
publicity imedia are used, there appears to be movre effective
introduction and usc thaun in cases where a lone approach is
made,

8. Indications are that regional meelings for principals and
supervisors can play an important role in the introduction
and effective use of new materials.

Farnsworth traced the history of five achieved changes in the
schools of Néw York, Massachusetts, and Connecticut. He found the
following ten characteristics occurring to make a general pattern of
the adaptation proccesses:

1. Some circurmstance, condition, or event accentuatedthe
need.

2. A leader or small group recognized the need and made
the condition of need articulate.

3. Solutions were proposed to amelioriate the condition of
need.

4, Trial atlempts at solution were initiated, generally by
private individual groups.

5. Financial aid from private, local, or state sources
helped in the introduction of the service.

6. Studies of conditions were made to determine the extent
of the need.

7. Official approval of the proposed solutions was sought.

48];,(:@ H. Demeter, "Accelerating the Local Use of Improved
Educational Practices in School Systems, " as quoted in Administration
for Adaptability, Donald R. Ross, editor (New York: Metropolitan
Schiool Siudy Council, 1958}, p. 171.




8. Lay aud professional individuals and groups advocated
official approval by various methods.

9. Official approval was given, with an agency designated
to promote and supervise the service.

10. Some form of state and federal stimulation--grant-in-
aid, efc. --has encouraged further introduction and develop-
ment of the service,

To know the stages of diffusion and the steps involved in pro-
ducing a change is of value in planning for change. Nevertheless,
some plan of action is needed to bring innovation to the attention of
those who should know about it and use it. According to Guba, there
are essentially six modes for the diffuser to use:

(2) he can tell, (newsletters, papers, conferences, conversatiouns,
etc.); (b) he'can show (participant observation, dernounstration,
films, etc.); (¢) He can help (consuliation, service, etc. ren-
dered on the adopter's terms); (d) he can involve (include or
coopt the adoptler); (e) he can train (farciliarizé with the innova-
tion through courses, workshops, T-sessions, etc.); and (f) he
can intervene (i.e., involve himsclf in affairs of the adopter on
his “[the diffucer's] terms). 7The diffuser will have to select
from among these six that technigue or combination of techni-
ques best suited to his purpose.

Characteristics of the Innovator

Those who are among the first to adopt a2 new practice or who
try something new possess certain qualities in common. Rogers
isolated the characteristics of innovators with special reference to the

process of social change. He drew his information from the rescarch

49Philo T. Farnsworth, "Adaplation Processes in Public School

Systems as Illustrated by a Study of Five Selected Innovations in Educa-
tional Service in New York, Connecticul, and Massachusetts, ' cited in
Administration for Adaptability, Donald R. Ross, editor (New York:

Wretropolitan School Stady Coudeil, 1958) p. 82.
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from rural sociology, indusirial engineering, authropology, and when
possible from education. He was able to make the following state-
ments about the salient characteristics of tunovators

1. Imnovators gencrally are young. .
2. Innovators have relatively high social status, in terms
of amount of education, prestige ratings, and income. .
3. Impersonal and cosmopolite sources of information are
important to innovators. . . .
4. Inmovators are cosmopolite. . .
5. Iwnovators excrt opinion leadcrship
6. Innovators are llkely to be mf:'weo as devients by their
B

4

peers and by themselves, .

II. LITERATURE CONCERNING SCHOQIL. DISTRICT

ORGANIZATION AND LEADERSHIP

The lxiterature on change has suggesied that the structure or
organization of a school district as well as the local leadership rnay be
pertinent factors in change for that distric The organization and the
interrelationships of administrative persounnel zffect ot only the climate
for change but actual change itself. The lives of authority and functions
of leadership are tied to the organizational structure of the school.

In Section I ithe adiministrator, usually the superintendent- -
sometimes the principal--was seen as the advocate for change in the
local district. The point was made that the administrator represented
the hxgvhc.st uthority in a hierarchial system and his aititude could be

such as to permit, foster, induce, mandate or forbid change. The

i 11?.\!61‘@*&%, M. Rogers, "What Are Innovators Like?" Change
Processcs in Education {(Eugeune, Oregoun: The Cenier for the,
Advanced Study of Educationa] Adininistration, Uaiversity of Oregon,
1965), pp. 55-60.
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principal was seen as being .iu a position to further change and inno-
valion as he was usually given respousibility for supervisioun in his
own building.

A concept that ig implicit in reference to a hierarchical organi-
zation is that of line and staff. Although authors do not agree as to
whether the line and staff arrangement is beneficial, necessary, or
democratic, they do show agreement on what line and staff organization
is. The linc and staff idea is a theory of personal interrelationships
within an organization which delimits the actions of any one individual
and defines the way he may work in his area. It also determines the
manner in which people may work together., By describing the job
functions specifically the line and staff operation has resulted in
specialization in jobs and bas augmented institutional stratification and
hierarchical control. b2

Operationally, under this kind of organization the directing
function proceeds from the top administrator through defined lines of
authority to the person with lowest status in the organization. Author-
ity flows in a direct linc from the top administrator to the classroom.
Line positions hold delegated authority. In general, line officers are
responsible for activities relaling directly to providing educational

. 53
services for the students.

The staff position has functional authority only. It is techuical,

52A1fred H. Skogsberg, Administrative Operational Patteruns
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advisory and lacks the authority o command. The staff officer may
issue directions only to a given group of educational activities only in
! \ . S o . " 54
the name of the line officer to whose office he is attached.

The supervintendent and principal have been identified as line
officers. Those persons in the division of curriculum development
and supervicion of instruction are staff officers. According to Babcock
this is an appropriate way to structure the school organization because:

The supervision of curviculum development and of the instruc-

tional program in the classroom is fundarneuntally a service
rather than an adininistrative function. . . . supervision of

instruction in the classroom should be removed as far as
possible from the "authority' role. It should be removed as
far as possible from the "line and staff" relationship. >
The public schools have used three major approaches to organi-
zation for various functious within the school systems. They are
centralizalion, decentralization and central coordinalion. While plans
for instructional improvement within any oue district will develop its
own specific organization, in general, they tend o follow one of these
three procedures.
The centralized approach is based upon the philosophy that
instructional improvement should be initiated, planned, managed and
conducted by persons in the central office of the entire systern rather

than upon the concerns of an individual or of an individual school build-
¥

ing. The premise is that what is successful practice in one situation

54Skogsberg, loc. cit.
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63
will be good practice for all. Ceuntral office personnel determine the
goals and prescribe the techniques and methodology for attaining the
goals.

The decentralized approach implies that' instructional improve-
ment is the responsibility of the individual school or individual teacher.
The pi'oblerns, the methods of solving and the activities engaged in {for
instructional improvement are determiaed by the individual school.

The superintendent may be advised of what the group at the particular
school is doing, but he assures minimal responsibility for initiation,
direction, and coordination of the program. The decentralized
approach is of recent origin. It has the particular advantage of
focusing upon the specific problems in the loczl euvironment. It also
appeérs to guarantee a maximum of teacher participation and a mini-
mum of central office domination and interfercence.

The ceuntrally coordinated approach to instructional improve-
ment implies that there is need for both gencral authorily and individual
respousibility. In this approach the individual tecachers, the indivi‘dual
schools and the central office stafl work together to improve the pro-
grams. They work together on common problems, yet individual
problems may also feceivc attention and special service. 56
Leadership within the school district comes from the individual;s

who perform different roles within the organization. Leadership exists,

. (DAnlerican Association of School Administrators, The Superin-
tendent as Instructional l.eader, Thirty-Iifth Yearbook of {he American
Associalion of School Administrators (Washington, D.C.: American
Associatlion of School Administrators, 1957), pp. 169-172.
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according to Stogdill, only insofar as individuals who are members
of the organization are differentiated as to the influence they exert
upon the organization and 'the leadership influence of any one member
will be determined to a large degree by the total leadership structure
of the organizaticn. w7 Leadership has commonly been held to mean
a combination of qualities in an individual which command confidence
and respect of one's fellows. These qualities induce others to follow
the policies alnd the plans and decisions of the leader. Research, how-
ever, has helped to explode this idea according to Smith, Stanley and
Shores who said, 'mowadays. . . [:leadership] is conceived as a
functional role of a group member, played by an individual at a par-
ticular time in a particular group of people. >8 The idea of leadership
as a functional role has emerged within the framework of democratic
processes. The carlier concept of leaderghip was what might be called
a mechanistic view where a superior au}’hority fostered control and
management of group authority. A functional view of leadership allows
almost anyone to assume the role, provided he is willing and able to
do so. The leadership role within a group, theu, may pass from one
member to another depending upon the individual's ability to promote

or assist the remainder of the group in attaining its goals. Weisbrod

57Ralph M. Stogdill, "Leadership, Membership and Organization, "

Group Dyunamics, Research and Theory, Dorwin Carvtwright and Alvin
Zander, eqitors (kvanston, Illinois: Row, Peterson and Company,
1953), p. 50.
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described the functional leader in this way:

As other parficipants assume leadership by coniributling
to group nceds, the mature leader is not threatencd by
status loss or possible failure since the entire group be-
comes responsible for its own learuning. The mature
leader is inquiring without evaluating, selecting without
excluding, inspiring and stimulating without manipulating.
His purpose is {c serve as an aid in process without
coercion or repression. Tolerant of deficiencies and
confident of results, he is patient with progress. The
dimensions of change through this kind of leadership arc
difficult to measure since they extend beyvond the situation.
Arising from a mutual awareness of need, expanding
through involvemeut, cooperation and purpose, the learn-
ing assumes personal meaning beyond the factual knowledge
gained which commits the participant to practice what he
has learned. 59

A distinction between status roles and functional leadership

" should be made at this point. The functiona) leadership role has been

elaborated in the foregoing paragraphs, but sorme of the positious in
the school organization endow their possessors with leadcership status
and functional leadership qualities are not requisite for holding the
position.

Usually school organization follows some form of line and staff
pattern in which the line consists of the superintendent at the top
followed by priuncipals, department heads and teachers in the order
named. This order defines the channel of power and official communi-
cation. The staff, comprised of supervisors, research workers,
curriculum directors and the like; constitutes the advisory body for the
district. The individuals in the top positions of the line organization

are usually recognized as occupying positions of leadership. These are

9_. o . —n - .o . . e s . .
"Kenneth Weisorcd, "The Role of L.eadership, ' Iducational
Leadership, 20:159-160, December, 1962. '
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positions of status and carry not only official power but also prestige.
The persons who hold them are able to encourage, discourage, initiate
or stop any change or course of action. These ave the individuals who,
by virtuc of their positions, are the key persouns in a school district.
They are the leaders who have been termed by Smith, Stanley and
Shores 'status leaders occupying status positions. "

Status leaders may also be functional leaders. Wheun a status
leader assumes the role of a group member and helps the group define
its needs and acts as a positive force in the direction of the group's

goals, theu he is a leader in a functional sense. A status leader, when

measured by this definifion, may be a barrier rather than a miecans {o a

group in its efforts o satisfy its need. As Smith, Stanley and Shores
have putl it:
Whether a status leader is a barrier or a positive forvee in the
eyes of the group does not depend upon his official position,
but upon his capacity to serve the group as it secks to clarify
its sense of direction and its problems and to work é)lut ways
of moving in the direction the group sets for itself.

F"unctional leadership by the status leaders in a school is 2 req-
uisite for curriculum development or improvement. The demands made
by the school board members, the facully and the community upon the
status leader--that he "run' the school or that he have ali the answers- -
frequently serve to drive him deeper into status lcadership and to use

his official position and power to accomplish objectives. In the words

of Smith, Stanley and Shores, 'thus step by step the status leader,

608n1itb, Stanley and Shores, op. cit., p. 460.

611bidr, pp. 460-461.
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unless he acquires the know-how of functional leadership, goes down
the path to outright autocracy or to a milder form called paternalimn.”éz
Without functional leadership curriculum change is unlikely and if it
should occur, it is of doubtful duration.

The organization of the school, therefore, and the kinds of
leadership existing or developing within the district are influences

facilitating or inhibiting educational change.
III. LITERATURE ON USE OF CONSULTANTS

The use of consultants and resource people from outside the
local school district has long been an accepted practice for supple-
menting a district's own resources. Even though the supervisory and
administrative stafl is knowledgeable and competent, someone from
outside the district may have morc immpact.

The reasons for calling upon a specialist from another source
are many. A visiting cousultant may stimulate interest in a curriculum
development program. Stimulation may be the most importavt function
of the visiting consultant. An outside consultant can give help in defin-
ing and analyzing local curriculum problems. The visitor can con-
sider the local problemn objectively, unbhampered by tensions or
frustrations that may exist as the result of previous attempts at local
revision. He encourages a fresh approach to problems. He can
ignore special interestis of specialisi teachers and approach the cur-

riculum problem fror the necds of the students. Frequently, the

62
Ibid., p. 461,
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outside consultant can give assistance in organizing the local teachers
for curriculum planning. As part of the organizing process he may be
able to help define the curriculum responsibilities of the various mem-
bers of the school persounel--ieachers, supervisors, principals, de-
partment heads, efc. As specialists in some particular area the out-
side consultant may bring to the curriculum commitices knowledge aad
skills not possessed by the average teacher or administrator in the
local school system. The cousultant may also bring accounts of experi-
mental programs being carried on in other localities. 63

Consultants to serve the local district's needs may be drawn
from numerous sources. Provably the most common source used by
the public schools is the university or college. From such sources
two kinds of consultonts may be secured: the subject matlter specialist
and the education and teacher training specialist. Anclher widely used
source is other public school systems. ‘Of’fices of the county aund state»
superintendents of public instruction as well as the United States Office
of Education have knowledgeable personncl who may be called upon for
consultant services. PPublishers of {extbooks and producers of in-
structional materials also have consuliants whose services are avail-
able to schools. Noﬁ-profi% organizations such as The National
Conference of Christians and Jews and the Anti-Defamation league,

offer another source for consultanis., Within the community are usually

3Edward A. Krug, Chester D. Babcock, John Guy Fowlkes and
H. T. James, Administering Curriculum Plauning (New York: Harper

and Brothers, TU5L) pn. 202209
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those who can give assistance with their specialized skills and know-
ledge. National professional organizations provide still another
source for consultants. 64

Spears, in his book on curriculum plauning, described six in-
service situations in which outside consultants were used. In each
case the consultants were from uuniversities or COHGé’CS. In Auburn,
Maine, the consuliants were from the University of Maine. They
worked with the teachers to develop an outline of a program for the
ma jor learning areas for the junior primary grades through grade six.
They met for one full day a month with special meetings in between for
individual committees. A two day workshop preceded the beginning of
the school year. Because the district lacked funds to support the pro-
gram; the teachers paid the bill by organizing the work for a threc
hour universily credit course and paying tuition to the university. 65

In Chattanooga, Tennessee, the counsultants were brought iv
from colleges and from the slate department of education as they were
needed to help the local faculties in their curriculum study.

Mesa, Arizona, brought a tecam of.college professors from
Arizona State College at Tempe to work with school district person-
nel for four hours weekly in a workshop to iron out a philosophy and

the details of operation for a new school. College personnel were also

041hid. , pp. 204-209.

65Harold Spears, Curriculum Planning Through In-Service
Programs (Fnglewood Clitfst Prentlice Hall, Tuc.’, 1957, p. 1077

0614, b 2oL
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invited to Mesa to assist the staff in improving content 2and methods
of various courses and departments.

St. Paul, Minnésota, organized x&‘orkshops of six sessious of
one hour and forty minutes each. The consultants who helped iu these
workshops were selected by the teacher commitltees and the adminis-
tration., Most of the consultants were from local universities or
colleges. The workshops often grew out of teacher requesis.

In San Francisco the in-service developed oul of the teachers'
expresscd interests and the school's needs. The consultants camne
from nearby campuses. 69

The ways in which consultants are used are varvied. Krug,
et al., say that no pattern can be outlined as to how they can be used
mo:-:t'e:f‘fective}y. However, they do make the following suggestions:
use as speakers before large groups; use as resource people bringing
specialized skills and knowledge to commiltees and other small groups
working on speciflic curriculun: arcas; use with the training of a small
leadership group within the corps. Other ways are possible--probably
as many ways as there are school districts. 70
The ways {or using counsultants, as just indicated, are numerous

and varvied. The district designs a format for ulilization of the con-

sultant services most appropriate for facilitating the achievement of the

{ﬁlbidy pp. 183-191. 681bid., pp- 98-99.

91hid. , pp. 319-321.

7
'QKrug, et al., op. cit., pp. 215-218.
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district goals. This, according to Miles, is establishing a temporary

systern. 7l

The unique function of a temporary system is that it is set
up to bring about change in persons, groups and organizations. The
defining concept of a temporary system is that it is of anticipated
duration. The termination may be identified chronologically or be
linked to a specific event or achievement of pre-set goals.

Temporary systems serve to keep or maintain a person or
group in the surrounding social system. They provide for the accom-
plishment of particular tasks more cxpeditiously or productively than
the permanent system. While the temporary system is in operation
all encrgies focus upon a particular task and terminate when the task
is completed. Temporary systems include formats with diverse ob-
jectives such as conierences, conveunutions, retreats, and training
institutes. These systems are designed to alter or benefit their partic-
ipants in some way. Other termnporary systems include ad hoc "task
forces" or project teams which tocus around the short term accom-
plishment of specific goals. The basic cr applied research projects
is another temporary system which is sharply limited at the outset in
terms of its eflective life. When the project has discovered or applied
certain knowledge it will die. The design for working with a consultant
from outside the district is another form of a temporary system as
both the consultant and district regard the arrangement as temvorary.

Miles said of the consultant system:

1 . . .
Matthew B. Nhl es, '"Oun Te 1nporar§ Systems, " Innova t1on in
Education, Matthew B cs, ¢ ‘u tor W 01“" Te L} ers College,

i1 i ( INE
Colunbia University, 1964), 37-490.
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The consulting systenn formed by a con sul;cm and a client
group or organizatim{"can be thought of as a cemum‘ary
arrangement as well; a permanent orgaunization has a new-
comer attached to il for a (usually specified) period of time,
thus forming, in effect, a new system. 72

Permavent systems find change difficult as was noted earlier
in this chapter. Miles said that this is 30 because in a permanent
system the major portion of available energy zces to carrying out
routine operations and mainiaining the existing relationships within
the system. The enevgy left over for matiers of dlagnosis, planaing,

1 is ordinarily very small.

1
¥

innovation, deliberate change, and growil
IVv. SUMMARY OF THE LITERATURE REVIEWED

This chapter has reviewed literature from selected fields
which was pertlinent to the study herein reported. Thet change in any
part of the school systern is affected by numercus {actors was shown.
The influences and forces which facilitate and block change were re-

viewed., The forces which tended to facilitate change ta the education-

1

al sysiem may be briefly summarized as follovws. Financial aid from

some cutside source stirnulates intevest in tntroducing new programs

and allows districts to step beyound their budgeted resources to try
innovative ideas. The school with good "organizaiional health' as
shown by au internel structure characterized by goal focus, commuani-
cation adequacy, power equalization, and the li}:‘e, provides a favorable
climate within the school for change. This, plus adequate leadership

along functional lines, promotes an enviroumenti in which new ideas

"ibia., p. 439,
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aud programs are accepted. The foregoing factors rei;resent influ-
ences which permit change to occur.

Some conditions were seen which force change in the schools.
Increased scientific activity and interest forced changes within the
schools, not only in the development of new programs and teaching
methods, materials and devices, but also in ways of bringing a team
approach to the solving of educational problems. The nceds and
demands of a rapidly chap.dng society and the increasingly urbanized
social environment pl‘évided a powerful force for change in the schools.

The influences for change were identified as internal and
external. The internal forces for change were shown to be more
effective than external forces as well as being more beneficial and
bringing more lasting change.

Many of the influences which tend to block change in the schools
appear to be the reverse of the forces which facilitate. In other words,
the same influences for change, when they are negative within a dis-
trict, block or inhibit change within the educational system. I.ack of
financial resources keeps a school from instituting changes. This
same lack of funds causes a district to operate with inadcquate staff,
consultants, and capable teachers. The organization of a school may
be such that change is not possible. The leadership within the district
may be entirely that of status, and without functional leadership, change
is severely retarded. When the organization of the district exhibitls
characteristics such as goal ambiguily, low interdependence and low
technological investment, change is unlikely to occur. Pecause the

school is a social institution it is subject to the forces of the society,
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but also through the years it has become a protected institution and
thus slow to change. Change in the school requires that many per-
sons change which complicates the process. Three additional
categories of blocking influences were discussed. The first of these
was the lack in education of a change agent who acls as a rnediator
between the researcher and the classroom. The second was that
education has a weak knowledge base in the absence of valid research
findings. Thirdly, education lacks a communication network which
can inform local districts and teachers about innovalions appropriate
for use in their situations, Neither have feedback channels becen
established. Kducational research and innovation, therefore, have
low visibility and those who were open to change have been left in
ignorance of the possibilities for change.

Change does not appear in the schools all at' once, bul occurs
in stages. This chapler reviewed the steps in the process ol change
and the characteristics of the innovator.

Literature on the use of consultants and the characteristics
of the temporary systeins which utilize consultant services was iu-

cluded in the review.




CHAPTER IV
COLLECTION OF DATA

The investigator recognized that in the social sciences,
sometimces
. . . the prospector will set out in search of one thing and
come back with something entirvely differcnt, which he hag
learned to regard as far more significant and important.

It was important, neveriheless, to set up the design and criteria for

the field study before the investigation could begin.
1. PROCEDURES

Since the question to be answered was: What influences con-
tributed to bringing about curriculum change in selecied educational
agencies which employed consultants in the social sciences through
NDEA Title III-B, this is not {o be interpreted as a survey but as a
depth study. The considerations which entered into defining the field
for study arc detailed in the following paragraphs.

To do the study adequately, it was necessary to have a field
with a sufficient number of districts with funded projects 1o identify
the similarities and patterns that emerged as {the projects were
accomplished, but not so large a field that depﬂ-w, study would be un-
wieldy. Lirmiting the number of independent units to be studied would

permit such study. Subsequeuntly, the field was determined to be urban

Liobn Madge, The Tools of Social Science (Cardeu City:

Doubleday and Company, Inc., 1905), p. xxx.
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school districts within a sixiy mile radius of Stockton, California,
which had projects during the school years 1965-1966 and 1966-1967
funded under NDEA Title III-B in civics, ecounomics, geography and/
or history for elementary grades K-6.

Because the invest.igator had specialized in elementary curricu-
lum and had special interest in the social sciences, projects for Kinder-
garten through grade six in the social sciences were selected.

Selecting a geographic area and population ceunters also served
to define the field. Two geograpbic centers were logical places from
which to work. Since the State Department of Education was located
in Sacramento, the Capitcl city, an area surrounding Sacramento would
have been one possibility. An area surrounding Stockion offered a
second possibility as it was the location of the University of the Pacific
which was guiding the investigator in the study. By scribing a sixty
mile radius from each city the areas were compared.

The Stockton area drew from five of California'’s Standard
Statistical Areas as well as from the less densely populated agri-
cultural valley and the more sparsely populated grazing and mining
lands in the foothills. Anv area scribed the same radius from Sacra-
mento included fewer Standard Metropolitan Statistical Areas, but
much more agricultural land. ‘Nhen districts with the projects were
located on the map, it was found that the area surrounding Stockton
contained thirty-two submitling agencies and seventy-eight projects.
The Sacramento area contained nineteen submitting agencies and
forty-three projects. The Stockton area was selected as it included

more units from which a cross section could be taken wherein all

B e <3
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cases could be studied. Figure 1 is a map showing the selected area
including the Standard Metropolitan Statistical Areas and the major
population centers within the area.

Table I summarizes the numbers of applications submitted for
project funds under NDEA Title I1I-B for the social sciences in the
State of California during the years of the Stuciy. For the school year
1965-1966, eighty-six educational agencies submitted 144 applications
for NDEA Title IIT-B funds in the social sciences of which 99 were
approved for cousultant services. The following year, 84 agencies
submitted 122 applications of which 107 were approved. A total of
142 agencies made 266 requests for assistance in the social sciences
through Title {11-B. 7Two hundred and six applications were approved.

The 21 applying educational agencies in the geographic area
of this study submitted 38 applications in 1965-1966. This was 24.5
per cent of all submitted in the State and 26. 4 per cent of all proposals
submitlted in that year. Twenty-three of the project applications were
funded, representing 23.2 per cent of all statewide approvals for 17965“
1966. The following year, 1966-1967, 23 agencies submitted appli-
cations or 27.4 per cent of all submitting agencies for Title III-B
funding in the social scicnces in California were from this area.
These 23 agencies submitied 40 applications in the social scicnces
which was 32. 8 per cent of all Title III-B projects in social sciences
for California. The 34 approved applications were 31. 6 per cent of
all applications in California for 1966-1967.

For the two year period of this study, 22.5 per cent of all

educational agencies requesting funds through Title III-B in civics,
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geography, economics and history were from the area encompassed
within a sixly mile radius of Stockton. A total of 78 applications for
the projects were approved or 29.3 per cent of all proposals submitted
in this field. Fifty-seven proposals were approved or 27.7 per cent of
the approved applications in social sciences for Title III-B funds were
from this area.

In order to have a field of districts that could pe studied inclu-
sively so as to avoid selection bias, the investigation was limited 1o
urban school districfs as deflined in Chapler I. Although the geographic
area included metropolitan, urban and rural school districls, as well as
county offices, only urban districts were used. Urban centers have
school districts less large than metropolitan centers, but are large
enough to submil project applications independently and fo carry out
their own curriculum plans. School districts serving large cities have
much larger administrative staffs and more far flung attendance cen-
ters for elementary children. Because, as the size of an interactive
group increases, the number of interrelationships increases rapidly,

2

as well as the complexity of the group as a whole, © metropolitan dis-
tricts were eliminated. Rural districts a‘nd county offices were
eliminated because they often have cooperative projects involving all
of the districts within a county. Such cooperative projects present

the same problems of complexity as do the metropolitan districts.

The next step was to identify according to the foregoing criteria

ZlVIadge, op. cit., p. 16.

S —————
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the cross section of the popﬁlation which comprised the ficld for study.
For the two year period 1965-1966 and 1966-1967, 78 applications
were submitted from the Stockton area to the State Bureau of NDEA
for funding in the social sciences under Title IIT-B. None of the appli-
cations were from rural districts. Eight county offices submitted
applications. As stated before, these were not considered in the
study as they represented a cooperative type of project where more
than one school district was involved. Two high school districts and
three junior colleg.e:; also submitted project applicatlicns. When the
criteria were applied to the remaining nineteen districts and their
applications, five school districts and six projects made up the field
for investigation. Onune district had a preject approved for each of the
two years. Figure 2 shows the location of the five school districts
which met the criteria and had funded NDEA Title III-B projects in
the social sciences for elementary grades.

In addition to gathering data from the project applications
themsellves, further information was gathered by interviewing the
districts' personnel and consultants. The State Bureau of NDEA and
the Bureau of Educational Programs and Subject Specialists were
sources of much needed additional informatiion. Various other secon-
dary sources such as the statistical reports from the State Department
of Education regarding all school districts in California were used.

The Bureau of Educational Programs and Subject Specialists

)

had itemized forty-nine categories of data from the project applica-
tions submitted for Title III-B [unds in the social sciences for the {wo

year period. All requests, regardless of whether approved or dis-

approved for funding, were included in the listing. From this index,
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ninetecn categories of information were gleaned for all of the sub-
mitting educational agencies in the area. They were:

1. Identification of the proposal (pi‘oject number)

2. Identification of counties

3. Ideulification of school districts

4. Descriptive title of consultant

5. Consultant use--in-service education

6. Consuliant use--program planaing

7.  Comnsultant use--other than in-service or program planning
8. Character of consulfaut use

e 9. Character of plauning

10. Character of in-service education

11.  Who preparcd the proposal (directed the project)

12.  Grade levels involved in the project

13.  Number of pupils alfected by the program

14. Number of teachers participsting in the program

15,  Number of adminisirators participating in the program

16.  Days of service allocated

17. Days of service used

18. Number of days allocated--actual

19. Number of days used--actual

To supplement the information from the proposals themselves

and to accomplish the objectives of the study, the disiricts stiudicd
were visited and staff members interviewed. Two questiounaires
were constructed and used with the interviews (see Appendices C aud

D).
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All data ciled in this study have been taken from the foregoing

sources.
II. THE DATA

Since cach project was written {o fill the unique needs of indi-
vidual districts, all of the project proposals and the accomplishment
of the provosals proceded in different ways., Some common strands
of procedures ran through all projects, however, so the data con-

cerning each district may be presented along these lines.

The Districts

Four kinds of school district organization existed in the five
districts studied. Two were joint unified school disiricts which meant
that both of those districts enrolled students in grades kindergarten
through twelve and the district tervitory was in two or more counties.
One was a unified disirict which also eurolled students from kinder-
garten through grade twelve but whose district boundaries were con-
tained in one county. Omnec was an elementary district serving
children in grades kindergarten through eight. The fifth district was
a union elementary district which also meant that kindergarten through
eighth grade children were enrolled. To become a union district,
however, two or more elementary districts had unionized, or elected
to become a single district.

Although all of the districts were classificd as urban, they
varied in composition. Four were in fast growing urban-suburban

ted g
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‘ens. Two of the four were unincorpor

one, a chartier city, was industrial; and one was a gniversity town

.
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which also served as a suburb for the state capital. The fifth dis-
trict, although large eﬁough to be classitfied in the urban category,
was in a rural sctting and was little aflfected by urbanization.

P’Lﬂi}:_fjﬂé District A, one of the joint unificd districts, with

an enrollment for‘ 1967-1968 of 4,297, had seven elementary schools.
It was in a universily town situated in an agriculi‘ura{} arca with litile
industry. The university shapcd the character of the community.

P}:’Eft_}i District B, alsc a joint unified school district,
drew from more than one community. Pazrt of the district was an
incorporated town with its surrounding agricultural area. The re-
mainder drew from a large suburban unincorporated arca. The dis-
trict was locaied so that it included a large defense industry and a
Strategic Air Command base., A state prison and a large recreational
area surrounding a dam werc also within its boundaries. I{ had
fourteen elementary schools and a distlzict enrollment of 10, 782 pupils.

District C. District C was an elementary school district
serving a charter city in the fast growing San Jose Standard Metropol-
itan Statistical Area. The city‘ was widely known for its industry,
especially in the clectronics field. A large Naval Air Station was iu
the district as well. The district had eighleen elementary schools and
enrolled 19, 358 pupils in the 1967-1968 school year.

Piftf.ﬂcgji The unified school, District DD, served an unincor -
porated suburban area. The district was largely a residential com-
munity for those who worked in the San Francisco-Oakland area.

Sixteen elementary schools were operated. For the school vear 1967~

1968 {the district enrollment was 9, 880.
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District E. The union elementary school, District E, drew

from a town of approximately 5,000 and the surrounding agricultural
community. Because of the excellent fishing available within the dis-
trict, vacationers were attracted to the area. The district had two

schools which enrolled 900 pupils.

The Project Purposes

Two kinds of influences act to initiate change: internal and
external. Although it has been shown in Chapter III that the external
forces are more powerful, the internal forces are more beuneficial.

The funds from NDEA Title III-B were an external force which helped
stimulate the project proposals. Purposes for projects were outlined
on the proposal form, but the interviews focused upon the purposes in
more depth. By investigating the projects' purposes it was hypothesized
that internal forces for change at work within the districts would be
revealed.

Each district had specific needs which the project was to ful-
fill. Although the statements of purposes to be checked on the appli-
cation form were inclusive, they were also general so that the districts
could exercise autonomy both in planning and in accomplishing their
pro.jccts. The purposes listed on the application were in two categories:
(1) in-service and (2) program planning and evaluation. In-service
purposes on the application included (a) demonstration of new methods,
content, techniques and equipment; (b) review of recent curriculum
trends; and (c) staff orientation to new programs, purposes and con-

tent, Program planning and evaluation purposes which were listed

included (a) review of new programs or curriculum developments;




87
(b) review and evaluation of present program; (c) identification and

,,,,,, ~selection of program ideas; and (d) definition of program objectives.

Two districts, A and D, checked purposes as listed above for
in-service only in the use of consultants. Onmne district, District B,
checked only program planning and cvaluation uses for counsultants.
The remaining two, Districts C and E, indicated both in-service and
program planning purposes.

In addition to the purposes listed on the application form,
other purposes could be added by the applying agency. Distirict C
added a statement of another objective in program planning: the de-
velopment of a scope and sequence for social studies to be followed
by the development of resource materials to implement the scope and
sequence. District B, which had indicated no in-service objectives,
also included a statement under program plaanning requesting planning
sessions with consultants to set up a program for a social studies
workshop for the following summer.

‘In all districts, preceding activities had shaped the applica-
tions for the projects. The proposals were outgrowths from varying
situations within the separate districts. Specific purposes and needs
underlay cach general statement on the applications.

In studying the purposes of each project and the initiation of
the projects, it was further shown that in each case some administrator
in the district organization took a leadership role in activating the
project.

District A. District A desired to build a corps of teachers

jab

skilled in the use.of Taba's leaching sirategies and social studies units,
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thereby effecting a change in teaching the social studies in the dis-
trict. 3 One teacher had had the opportunity to work with Taba and
to become familiar with her strategies and materials. Through the
district grade level meelings the teacher had been encouraged by the
district to help the other fourth grade teachers learn the strategies
and to use the Contra Costa County Social Studies units to full advan-
tage. As the teachers worked together, they found that the grade
level meetings did not allow sufficient time nor leadership to move
as rapidly as they wanted. Since each grade level committee had a
_ principal assigned to it as an "expediter, ' the teachers requested
that he obtain assistance both in time and in additional staff for them
to achieve their objectives. The principal, then, took the lead in
clearing administrative channels locally and getlting the application
for consultant services submitted under Title III-B. A plan was
drawn up within the district implementing the proposal on an "each
one teach one' basis so that in three yecars the desired teaching
- processes and materials would be in use throughout the district in
grades one through six.

District B. A Social Science Curriculum Commitlee was part
of the organizational struclure of District B. The commiltee felt that
the entire arca of the social studics needed development including

more effective utilization of the equipment and materials which had

3}]'1168. Taba, San Francisco State College, set forth a teaching-
learning process which she termed teaching strategies. She worked
with the Contra Costa County Schools in the social studies lo refline the
strategios which were incnrporated in a series of units for the elemen-

tary schools of thal county.
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been acquired through an NDEA Title III-A project. Here, too, as in

District A, a principal was assigned to the cormrniitee of teachers.

The committee sugpested that their needs m1gn=bestbe fﬁet thxough
a summer workshop where: (1) new procedures in the use of equip-
ment and materials could be acquired, (2) wider use of social studies
units supplied by the district which specified use of these materials
could be encouraged, aud (3) supporting field trips could be outlined.
The teachers wanted expert guidance on how 1o get at their problems
and become aware of the framework, methods and utilization pro-
cedures. Such assistance was not available from the disirict nor
from district funds.

To set up the workshops the application [or Title 1II-B funds
for planning was submitted. Although the privcipal in District B did
not write the proposal, it was his responsibility as the administrative
representative on the committee to submit the idea {o the project
writer for the district and {to [ollow through with the commitiee.

District C. The need to bring cohesiveness in scope and
sequence 1o the social sciences concerned DRisirict C. There had been
some counfusion and disagreement within the dizirict and with the high
school regarding placement of content. For example, the high school
waunted the elementary school to teach the history seguence only to the
Civil War in grades five and eight and leave the rest of American
history for the high school years. To avoid further argumeunt, the
Social Studies Committee made up of a teacher from each building,

.

the grade level chairmen, and one of the district's principals, wanted

to develop a scope and sequence complele with unit tizles and concepts

for each grade in the social studies. The cormmitiee worked with the
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curriculum director of the district to sct up the program and to write

the project. Specific concerns which entered into writing the project

were: (1) the overlap in content suggcsted in the Social Studies Frame-

work for the Public Schools of California, especially the sequence in

history for grades five, eight and eleven; (2) the use of mulliple texts
rather thau the "one book coverage'' idea; and (3) the development of
an inquiry approach to social studies to 'get at the big ideas and put the
facts to use."”

PJ.EB_LEE’_P?_W In District D a situation similar to that of District
B prevailed in ihat both had purchased maps, globes, and other equip-
ment and felt a need to learn more effective uses for them. District
D wanted lo combine the use of equipment with updating teachers’
knowledge of content as well as of {rends in the social sciences. The
project application came as a direct result of the recommendation of
the district curriculum committee that something be done to plan
curriculum for the use of maps, glohes, and other materials and
equipment which the district had.

District E. A principal in District E was on the History and
Geography Writing Advisory Commitiee, a state-wide committee which
had been formed to guide authors in the preparation of four booklets
from the subject matter outline titles "History aud Geography for the
Primary Grades' which had been ’written by John G. Church, Con-
sultant in Curriculum Development, California State Department of
Education. Aftfer revising and testing the outline material in grades
two and three in several schools in northern and soutﬁern Califoruia,

a more complete statement of content, references, and suggested
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teaching procedurcs was indicated. 4 District EE was to be a pilot

district, not only to try out the completed booklets, but also to help

in developing supplementary materials and procedures. The appli-
cation was submitted for a consultant to Orient the teachers to the

new materials and to prepare them for the pilot study.

Allocaled Times

To determine the kinds of temporary systems the districts set
up for consultant utilization the duration of the systems as well as the
selection of participants were items for consideration.

Only onc of the districts was allocated the éal'ne amount of
tirne as requested on the applications. The others received less than
requested. One district had applications approved for both years of
the study.

District A. District A requested, and was allocated, two days

in 1966-1967. 'I'Wd consultants were used, one full day for each on
Title III-B funds.

District B. Of the four days requested by District B for 1965-

1966, two were allocated. Both were used in full day sessions. Two
consultants served the district, one day each.
District C. District C requested six days and received five

in 1966-1967. In order for the distirict to maximize the consultant

services half-day sessions were agreed upon. The counsultant for

4JZ\/Iax Rafferty, "Foreword,'" Beginning Global Geography,
John G. Church, Elizabeth White, and Robert Stephens (Sacramento:
California State Departrment of Educalion, 1967}, p. liil.
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this project was in District C ten fimes for the five day allocation.
into May.

District D. Six days were requestied by District D in 1965-1966,

but only two were allocated. District D, as in Disirict C, agreed with
the consultant to have half-day sessions rather than tull days. The
consultant was in the disirict four times in October and November ol
1965 on Title 11I-B funds and one time in Decermber on disirict funds.

The following year in a similar Title III-B application, four
days out of twelve were allocated to the district. The 1966-1967
project was never accomplished although two consultants were con-
tacted to serve the district for it.

District K. Two days were allocated out of the five requested
by District E.for the school year 1965-1966. These were used as full

day sessions following the close of the school year in June 1966.

Project Participants

All of the districts had some means of sclecting the participants
for working with the consultants.

District A. All fourth grade teachers were involved in the

planning for the project in Disirict A and so were expected to attend
the meetlings with the consultant. Those teachers who were willing to
take the added responsibility for teaching another teacher the skills
learned in the project were invited to join a leadership group. The
leadership group would receive additional training and would have key
responsibility in LhL ensuing two years as the project enlarged to the

other grades. Besides the fourth grade teachers and the leadership
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group the eutire staif from oﬁe of the elementary schools participated
in one of the day long sessions with a consultaut. The project in
District A expanded beyond the two days of consultant time and those
who participated with the consultants were expected to continue with
the project and to attend all sessions.

The principal on the committee and the chairman of the fourth
grade teachers sent a letfer of invitation o all selected participants
which also stated the purposes of the meetings. Iavitations to partici-
pate were also extended to the teachers of the private schools operating
within the city.

District B. In District B the steering committee for the social
science Curriculum Committee was made up of teachers who were con-
sidered to have leadership ability and to be outsianding teachers in the
subject area. Although the meetings were open to any teachers who
were interested, the steering committee mnade an effort after the first
meeting with a consultant to recruit teachers who were especially
interested in the committee's plans and who exhibiied what the commitice
considered leadership ability. The committee issued a questionnaire to
all elementary teachers to determine such interest. From the responses
representatives from cach grade and from each subject were invited to
participate. A letier of invitation was sent to those selected on fhe
basis of the questionnaire and an announcement was made in the district
curriculum newsletter regarding the sessions. The steering committee
met with cach consultant prior to the open meeting.

District C. District C had an active Social Science Cormmittec

made up of a teacher {rom each buildiug, ithe grade level chairmen
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from the district and one principal. The curriculum director also

,,,WQ?‘ARC,@, Wiﬁl;;,,t,lf‘?m,,kf:?mlnittee as he did for all district commitiees.

The Title III-B project was planned by and for this cornmiliee. To be
on the Social Science Committee was to go through a selective pro-
cedure. Members were recommended by their principals as out-
standing teachers with special interest in the social sciences and
were then invited to be on the committee by the curriculum director.

For the Title III-B project the committee wished to augment
the Social Science Committee with teachers who were interested in
social studies, had ability to work with their own building facultics,
could train others, would develop materials and attend the meetings.
Additional participants, later referred to as the augmented committee,
were recozmrnendéd by their principals and selected by the Social
Science Committee. When the selection of participants had been made
the curriculum department invited the recommended and appointed
teachers fo the meetings. These teachers were expected to attend all
sessious with the cousuliant.

District D. The consultant sessions in District D were in two
series. Omne series was for the teachers of kindergarten through grade
three and the other was for teachers of grades four 1o six. The quali-
fication for attendance was {o be teaching the appropriate gfade level,
All teachers were expected to attend the sessions for their own grade
levels even though attendance was voluntary. No special selective
procedures were used as in the preceding disiricts.

Nothing was done about District D's project for the sccond year

of the siudy. The project was never activated by the district.
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District K. The counsultant served District E on June 20 and
21, 1966, School was closed, Although the meetings had been planned
for the sccond and third grade teachers of the district no teachers were

present. Materials prepared by the consullant were for the teachers

of these grades.

Consultants Serving the Projects

Although consuliants for the NDEA Title I1- B projects were
employed by the State Departinent of Education as part of the super-
visory and related services of the State, each educational agency with
a funded project selected and contacted the consultant who could best
serve the local needs and arranged for the kind of services desired.

Consultants were shown earlier in Chapter Il as experts in
their fields who were brought into the districts as resource persouns
to facililate the innovation and change. Most consultants called upon
by school districts were also identified as coming from colleges or
universities.

Consultant I.  Consultant number one (I) who served Disirict

A, was a fourth grade classroom tecacher in a Bay Area school dis-
trict. She had worked with Taba in the development of the Contra
Costa Social Studies Units. During the school year 1967-1968, she
was on leave {rom her district to work for the Curriculum Research
Laboratory at Sau Francisco State College as a Curriculurn Specialist.
Her primary respounsibility as Curriculum Specialist was to write

units utilizing the sirategies developed by Taba. Becausc of her long

P

P gl g . 3 1. b . .
associalion with the development of the unite and her knowledge of the

L

underlying slratcgies, the staff at the Curviculum Laboratory had
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recommended her to the principal who worked with District A's

fourth grade teachers as being able to do what the teachers wanted.

She was the youngest of the consultants interviewed. DBorn in
1940, she rcceived her bachelor's degree [rom the University of the
Pacific in 1961 where she had been an education major. Her special
field outside of education was social science.

Censultant I was teaching in Contra Costa County at the time
Taba was lookiug for teachers to try the strategies and develop
sequential experievnces for the social studies units. Consultant I's
district recommendecd her for a special summer workshop directed
by Taba and for the activities which would follow during the school
year. Her interesti and participation in Taba's cooperative project
as well as in the subsequent activities of the Curriculum Research
Laboratory had been continuous through 1967-1568 since her partici-
pation in the first summer workshop.

Consultant 1I.  Consultant number two (II) also served District

A. The principal who was the administrative representative for the
fourth grade teachers met her when the university in District A's
community had her conduct a class in her special field of self enhanc-
ing education on the campus there.

Self Enhancing Education is concerned with the building of sell
esteern since the ability to feel strong and worthy and adequate
is a powerful motivating force as a person approaches each
learning opportunity. ILow self esteem by all available evidence
is a powerful deterrent to the realization of complete personal
potential. ”

"Self Enhancinge Educaiion What Is 12?2
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The principal recommended Consullant II to the teachers as

one whose ideas would complement the teaching strategies they were

learning. The teachers agreed and he arranged for her to be one
consultant on the project. .

Consultant II was the Director of an Elementary and Secondary
Education Act Title III Project for a union e].enqen’tafy school district
in a metropolitan area. Through the Elementary and Secondary Edu-
cation Act (ESEA) project, she had [urthered the development of
communication skills and the refinement of self enhancing education
teaching techniques. She had been the author and coordinator of the
guidance program in the same union elementary distzpici; from 1957
until becoming the ESEA project director for his district. While in
the guidance position she had also organized the district's program
for educationally haﬁdicapped minors. Self enhancing education grew
out of the total guidance program.

Consultant I, born in 1905, began her professional carcer
after her children were grown. She reccived her bachelor's degree
from Chico State College in 1957 and her M. A. in guidance from
Stanford in 1960, Since 1956 she had been a trainer in seasitivity
training at the National Training L.aboratory at Arrowhecad. She held
California life Cred'entials for teaching, supervision, and pupil person-

nel. She was also certified by the University of California in Social

Services.

Hezr textbook, Self Enhancing Education, was used as a basic

text for college classes. She had been in demand for other consultant

scervices and for classes for college credit. Ariicles which she had
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written had appeared in the California Teachexrs Association magazine,

The CTA Journal, and in the publication on self enhancing education

from the PACE (Projects to Advance Creativity in Education) Centler
in San Jose, Calilornia, SEE (Self Evhancing Education).

Consultant I1I. When the Social Science Curriculuimn Committee

in District B wanted someone who knew the gcography and geclogy of
the local arca to assist them with their social studies curriculum and
with planning field trips to tmplement the geography program, Consul-
tant number three (II1) was recommended by the teachers on the cormn-
mittee who had had classes from him at Sacramento State College.
They feltl that he would be able to give them the leadership they needed.
After recommending him to the steering commifiee, the teachers were
authorized to contact him for the Title I{I-B project.

Counsultant III was an Associate Prolessor of Physical Science
at Sacramento State College. His major field was geology. Born in
1916, he received his bachelor's degree in 1947 and his Master of
Science in 1948 [rom the University of Illinois. He had two years of
college work beyond the master's degree from the University of
Washington. FHis experience background included three years as a
lecturer in geology at Texas Tech, a Junior Research Oceanographer
at the Universily of Washington, a field geologist with the U.S. Army
Enginecrs, and three years as an instructor in geology at Idaho State
College. His writings had been mainly published laboratory manuals
directly related to his immediate teaching assignment.

He had been called frequently by teachers who had been in his

classes for consultant work in their districts.
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Consultant IV. Because the committee in District B also

wanted a media specialist to assist in planning for utilization of

materials for the summer workshop, the administrative represen-
tative on the Social Science Curriculum Commitice asked the State
Department of Education for recommendations. Counsultant number
four (IV), who was Director of Audio-Visual Services for a county
office, was highly recommmended. The administrator followed the
recommendation, called Consuliant IV, and secured his services for
the project.

Sacramento State College was where Consultant IV rececived
both his bachelor's degree, 1947, and his master's ip 1960. His
major subjects in college were science and the social sciences. How-
ever, al the junior college level, he had specialized in graphics. He
later worked professionally in this field and his masier's thesis con-
cerned audio-visual services. For the years immediately preceding
his position as Director of Audio-Visual Services he was an elemen-
tary teacher. His long list of consultaniships to other districts in
California attested to the wide demand for his scrvices as a media
specialist. He had becn active and had held offices in the regional
and slate associations for audio-visual instruction.

Consultant V. The Curriculurm Director of Mstrict C had

kunown Counsultant number five (V) when both were working for their
doctoral degrees at Stanford. When Consultant Vs name was sug-
gested as a possible consultant for the District C project, the Curric-

ulum Director contacted him for Title III-B services,
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Consultant V rececived his Bachelor of Education degree from

~the University of Alberta where his majors were mathematics and

science. In 1949, he received his Master of Education degree from
Oregon Universily. His Doctor of Education degree was granted from
Stanford University in 1962. His doctoral study concerned maps and
map skills in the elementary school and was later published in book
form.

In the school year 1967-1968 he held the position of Professor
of Education at the California State College at Hayward. He had taught
elementary school and had been a director of curricular services for a
county office prior 1o teaching at Hayward State. At the time of this
study he was working with a publisher to produce some special illus-
trative materials for teaching in the social studies.

Consultant VI. Teachers on the Social Studies Commitiee in

District D who had had Consultant number six (VI) as an instructor for
either geography or history at Diablo Valley College, a junior college,
recommended him for the consultant on their 1965-1966 project. He
was also recommended to the district by persounel from the Coutra
Costa County Office.

Consultant VI was born in 1903, received his B.A. from
Pasadena College in 1925 and continucd with graduate work at both the
University of Southern California and the University of Califoruia at
Berkeley, although he held no graduate degrees. History was his
special field of study in college but ’he had a special interest in geog-
raphy which he had pursued throughout the years. He had taught in

high school and junior college and had been an adminisirator for
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elementary and senior high schools. Teaching was his prelerence.

He had also worked with other districls as a counsultant in geography

and history. In the swmmer of 1966 he was one of the instructors in
a workshop under the direction of Hilda Taba and her associates at
San Francisco State College for teachers of the dicadvantaged. He
credited the opportunity to teach in the workshop to his service in
District D.

Consultant VII. When District D had another proposal appli-

cation funded for 1966-1967, Consultant V was requested to be one of
two consultants to serve the districlt. The other consultant requested,
Consultant number seven (VII), was also a professor at the California
State College at Hayward. He was an Associate Professor of Education
and Coordinatoxr of Ficld Experiences.

Consultant VII was born in 1931, received his B. A. at the
University of California al Santa Barbara, his M.A. in 1961 at San
Diego State College and bis Ed. D from the University of California at
Berkeley in 1964. His special subject fields werce social science,
English, and music, all of which he had taught at the junior and senior

high school levels in San Diego. His dissertation was An Investigation

of the Case Method of Instruction in Selected Eighth Grade Civics

Classes,

Consultant VIII. Consultant number eight (VIII) had been the

geographer on a state committece preparing materials for booklets on
geography and history for the second and third grades. These were the
materials which District E had planned to use in the projected pilot
study. The principal from the disirict who was also on the state com-

mittec secured Consultant VIll's services for the Title III-B project.
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Consultant VIII, at the time of the project, was an instructor in geog-
_ raphy at Los Angeles Valley Coliege, a junior college, and in 1907
moved to the University of California at Riverside where he was
Associate Professor of Geography.

In 1938, he received his B. A. in geography from the Universitly
of California at 1.os Angeles. His graduatc degrecs included an M. A.
earned in 1946 and a Ph. D. awarded in 19560 which were both in geog-
raphy from the University of California at L.os Angeles. Belween
receiving his bach-elor's,degree and earning his doctorate he taught
general science and world geography in the public schools at the junior
high school level. In 192)3 he was Consuliant in Earth Science for the

California State Department of Education uader an NDEA grant.

Accomplishment of the Projects

As noted previously, each district had some staff member
from the administrative level who was responsible for facilitating the
projects. The principal or curriculum director who had this respon-
sibility was also responsible for making arrangements so the projects
would move smoothly. Such arrangements included contacting the
consultants; setting dates, times and places for meetings within the
district; notifying the committee members and other participants of
the arrangements. In other words, the status leader was responsible
for setting up the temporary system for utilization of consultant ser-
vices. The sessions were planned 1o use varying modes of diffusion:
show; tell; help; involve; and train.

District A. District A found it difficult to view the two allo-

caled Title I11-B days as separate entities from the remainder of the
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project.  The two NDEA funded days were part of a total program and

were thus indistinguishable from any other part of it. One of the days

when a consultant was in the district, theA teachers were released from
classes for the full day to work with the consultant. The second day
was a minimum teaching day in which the session with the consultant
began at 2:30 in the afternoon and ended at 9:00 in the evening. The
consultant days which the district added to the project at their expense
followed the minimum schocel day pattern.

Counsultant number one (I) made a presentation of Taba's
strategies, using transparencies and charts and other illustrative
materials from her own classroom. Following her presentation was
informal discussion. She began the discussion with an open-ended
guestion to get the teachers involved in the dialogue.

Consultant numbes two (II) in District A had the teachers role
play situations following a brief presentation of theory. She chose
activities to involve the teacher participanis. As she put it, she wautied
to "use actlivities to involve the crowd as a group. ' She explained by
saying that a crowd has no feeling for each other nor a sense of unity:
each person in a crowd has a feeling only for himself. Before progress
could be made with the ideas she wished {o present a group feeling was
necessary. The introductory acf;ivity, therelore, was one which not
only encouraged the partficipation of each one present but also required
interaction through verbal communication. This was followed .by role
playing of defined situatious.

Some changes were made as the projecl developed in District A.

Communications skills were added to the feaching strategics as part of

-
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the project. Participation was enlarged to include uot only fourth grade

. teachers but also the faculty of one of the district's elementary schools,

Communication skills and self enhancing education were added to Taba's
strategies. The teachers wanted more time with the consultants, so
both Consultant nmmber one (I) and Consultant number two (II) were
contracted to return 1o the district for three more sessions each at the
district's expense. To complete the project, a third consultant was
brc;ught in for one day. Another change, perhaps it is more aptly called
an unexpe'cted happening, was the accelerated pace of the project.

Other elementary teachers wanted to be iucluded in the fraining and to
learn to use the materials. There was increased demand {or the social
studies materials which had been unforeseen by the district.

District B. For District B, the NDEA Title I11-B coasultant

days were for planning a summer workshop. This district, too, had
difficulty drawing a hard aund fast line beiween the cne day sessions
with the consultants and the total plan which was consummated in the
sumrﬁer workshops. Cousultant number four (IV) continued o be
actively involved affer service for Title [II-B. He continued on his
own time, to help the district gel ready for the summer workshops

and also participated in the media workshop. For the one day of NDEA
involvement he gave the district three additionzal days of service.

The goals of the projecl changed during the consultant's ses-
sions. Originally, one workshop was wanied but as the commitiece
worked with the consultants it appeared more feasible {o separate the
development of social studies units and supporiing activities [rom the

procedures in use of equipment and materials. Two summer workshops,
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therefore, were planned and implemented: one which concentrated on

developing a sequence for uniis in the social studies and completing a

model unit for the second grade as .well as detailing field trips to ex-
plore the geography of the area; the second was devoted to developing
skill in the use of various media and making illustrative materials for
use in the social sciences for all grades. Following the decision to
have two workshops, publicity regarding the two workshops was dis-
tribuled throughout the districlt. As a result, more teachers asked
to be included in the workshops, including the high school teachers.
What had slarted out as an elementary grade project expanded and
became a kindergarien through twelfth grade effort.

For the sessions with the consultantls, the steering commitice
was released for a half-day to meet with the consultanis aﬁd the re-
mainder ol the pariicipants were released from their classes an hour
early so that the meetings could begin at 2:30. The sessions continued
until 4:30 and 5:00 o'clock.

Consultant number threce (111) who was employed by Distirict B
demonstrated the use of maps with students, then with the steering
cominittee, acted as a resource person in informal discussion helping
formulate guidelines for planning and utilizing field experiences. He
used maps of the iimmediate area for reference. Although the district
wanted him to be a part of the summer workshop in social sciences,
he had a prior commitment which kept him from further participation.

Consultant number four (IV) showed processes for making
transpareucies and helped train the teachers who were to be the

instructors in the summer workshop. He also arranged for additional



106
resource pecple to help in the district's workshops and was present
at the summer media workshop.

District C. District C employed Consultant number five (V)

for half-days instead of full days. The ten sessions were all held after
school from 3:30 to 5:30 so that no released time nor minimum teach-
ing days were necessary. - The project proceded thr:Oughout the year
according to the plan of the project preoposal. The consultant met with
the administrators for one of the half-day sessions to give an overview
of the social science program. The other sessions were held later
with the teachers. He demonstrated innovative techniques with the
teachers to show how they could use inquiry processes and how they
could plan for a week's lessons using an inquiry approach. By inquiry
approach Consultant number five (V) meant an inductive approach based
largely upon Taba's strategies. He also worked with the teachers ou
problem analysis.

District D.  District D also employed its consultant, Consul-
tant ﬁu.m.ber six (VI), for half-days for the project in 1965-1966. The
sessions with him were after school from 3:45 to 5:45. The consultant -
did some dernonstration teaching both with children and with the teachers.
The sessions, however, could more properly be called workshop ses-
sions because the consultant involved the participant teachers in the
processes he was demonstrating. Usuaily he gave a short presenta-
tion and then opened the discussion. He wou].cf show an illustration of
familiar landscape and then point out some of the features usually over-
looked in order to develop close observation and deeper understanding.

He used open-ended questions to provoke discussion and sought to
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bring the teacher participanis inductively to an understanding of the

underlying geographic concepts. In his words, he used an 'inspira-

tional approach to teaching geography. "

In District DD, as in others, there was a demand for more of

the consultant's services. So the district had him return for one

additional session at district expense making a total of five meetings.

The project generated sufficient interest so that another appli-
cation for Title III-B funds for a consultant in the social sciences was
submitted and approved for 1966-1967. Consultant number seven (VID)
was invited to the district for a planning session in the late spring of
1966. The project was never activated. Except for the reduction in
allocated days from the number requested, District D really did not
know why the project was not aclivated. The only reason which was
offered was that school district unification with the extensive adminis-
trative changes had created much confusion within the district. The
diffe;‘cnce between days requesied and days allocated was hypothesized
as a possible factor affecting uon-activation.

Districi E. Districl E haa proje:ct changes due to unforescen
circumstances. The application had been submitted on the supposition
that history aud geography vignettes from the State Department of
Education would be completed and available during the school year 1965-
1966. The materials, however, were not distributed to schools until
November 1967. Since there were no materials in the school year
1965-1966 to show the teachers, but hope was strong that they would
be available momentarily, the districl had kept the project alive until

the school year had ended. By theu the teachers had gone, but the
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consultant was requested to serve the school district anyway to survey

~the library materials as well as the maps and other equipment for use

with the booklels when they were ready. The consultant worked alone,
assessing the available materials and equipment, and wrote detailed
instructions for use. He reviewed the concepts which had been writien
into the vignettes in the booklets and related the 10(:8?1 district materials

to their use.

Channels of Communication

Because cach of the projects investigated was a part of a larger
curriculum program plan for each district, the chaunels of communica-
tion herein described were in use throughout the total program. As
shown in Chapter III, channcls of communication and feedback are vital
in a program that has change as an ultimate goal.

District A. The principal who was appointed to the fourth grade

level committee considered himself the"'expediter” for the cormnmittee.
As the social studies commitlee evolved {rom the fourth grade meelings
he became the administrator on that committee as well., For the first
meetings with the consulliants he and the grade level chairman sent
letters to all those who were expectied to atlend. Prior to each of the
succeeding meetings he sent the participants a reminder of the time

and place of the meeting plus an agenda of the session. Betfween the
times when the cousultants met with fhe fourth prade teachers, the
teachers had many other meetings relative to the project. Open dis-
cussion prevailed at the grade level meectings from which questions

posing difficulties were forwarded to the consultant to aid in sirucluring
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the next session. F'rom t‘hebse questions, as well as from those arising
mdlscusswn \\7/’11:7117 ﬂle consultant, the principal and the consultant work-
ing together made the agenda for the next session. The openncss of
discussion and communication between teachers and consuliants pro-
vided the necessary feedback to structure the project to meet the
district's needs.

Science Curriculum Committee in District B were termed "high com-
municators' by the administrative representative on the committee.
Not only were they enthusiéstic about the project, but th(;,y(were also
able to verbalize and to encourage further communication about the
project among their colleagues within their own school buildings.

The committice issued a questionnaire which was sent to all
teachers to determine the amount of interest and to solicit participants
with strengths in particular areas. The administrator wrote letters to
those selected who were to participate as lecaders. The meetings were
also given publicity in the district's curriculum newsletter inviting
teachers and administrators to atlend. The adminisirators' meeting
in the district also announced consultant sessions. Minutes of the
committee meetings were distributed to the members of the Social
Science Curriculum Comunittee and to the administirators.

Participants were encouraged to formulate guidelines for the
progress of the project through discussions at the end of each session
when the question "Where do we go from here?' was posced. The
original list of coucerns from which the project finally grew camec
from a questionnaire which the committee formulatied and presented |

at the fall teacher orientation meeting.
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District C. The Curi‘iculurn Director fbr District C sent a

letter to each member of the Social Scienceﬁ (;Lru*ricrlflumrCorplnirttﬂee
telling the member that he had been recommended to serve on the
committee. The letter also contained the date and place for the first
meetling plus a resume of the committee accomplishments, the com-
mittee plans for the current year, and the agenda for the next meeting.
Prior .to each rn.eetingvhe sent a memorandum io the members of the
Social Science Curriculum Commiltee reminding them of the date, time,
place, and included the agenda for the meeting. At the close of the
school year, he again wrole the commitiee members commending them
for their contributions, summarizing the yecar’s activities and project-
ing the coming year's plans.

At all times during the project .the curriculum director was
available to the participants and through him the consultant was kept
informed of questions and problems that arosc pertinent to the project.
The steering coxnrnittge met between sessions. Repozrts of progress
were made at the principals' meetings. New rnaterials that were either
purchased or developed during the project were sent to teachers for
trial and evaluation. Notices of new materials zud ecuipment were
circulated so that the teachers could ask to use them. Following each

.session with the consultant, the consultant and the curriculum director
talked informally with the teachers listeuning to their comments and
queslions. Prior to each session, the consuliznt and the curriculum
director met to discuss any additional feedback which had come into the
district office between sessions from the teacher questions or from the

!

principals' meetings. Irom these meetings, adjustiments were made in




the agenda or were carried to the next session.

D had the responsibility for keeping the official lines of corminunication
for the project open. He circulated memorandums to all principals
and teachers of kindergarten through grade eight informing them of
the Geography In-Service Meetings. In these mermorandums he stated
the purpose of the meeting, who was 1o attend and an agenda for the
session, Some of the meelings were for teachers of kindergarten
through grade three, others for those teaching grades four through
six, and one meeting was for the teachers of the seventh and eighth
grades. The school bulletin also printed articles about the meetings.
Questionnaires were usced at each session to guide the planning for the
next meeting. The director orwarded the information from the ques-
tionnaires to the consultant. The director also acted as liaison be-
tween the teachers and the consultant. The consultant allowed time
at the c},osé of cach session for questions and suggestions which were
used in planning succeeding sessious. During the project the agendas
for the faculty meetings in the separate school buildings included dis-
cussion of the project. Feedback from the faculty meetings was
provided through the principals to the central office.

The Title 111-B project for 1966-1967 was planned with Con-

t

sultant number seven (VII) in the spring of 1966. During the school

year, however, the project was never activated. Adminisirative

changes had been made in the central office. The Assistant Superin-
tendent in charge of instruction hypothesized that the allocation of

days represcuted a severe cul in days requesied. The commitice
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had nof progressed in their own work to the extent expected and felt

that the days allowed were {00 few {o use the consuliant as previously

planned. In addition, personnel changes had occurred in the central
office.
District E. During this project the consultant worked alone.

No communication nor feedback channels were established as no

participants were involved.

QOutcomes aud Follow-up

Since change occurs in stages, as shown in Chapter III, the
projects studied represent ouly the early or bazgin.ning phasecs of the
change process. Adoption of the innovation with diffusion throughout
the district would be considered the culmination of a change process.
However, rejection is just as likely to result as adoption. It was deem-
ed necessary, therefore, to determine if the NDEA Title III-B projecis
were to be followed in any way by further effori to promote or effect
lasting, beuneficial change.

In the time since the projects studied were accomplished the
districts had varied in the ways the projects had been followed. Where
the NDEA Title IIl-B project represented a part of a larger program
some of the next steps the districts took were of necessity included in

the discussion on Accomplishment of the Projects.

District A, The three year plan which Disirict A had projected

at the beginning of the program was continued at an accelerated pace.

More teachers were included in the basic curriculum development

a3

0

program and the grade level distinctions less rigidly held. Consuliant

number two (II) returned to the district in the school year 1967-1968 to
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work with other teachers in cormmunication skills and self enhancing
education. A sumuner workshop in leadership training for 1968 was
planned. Leadership in the woﬂ\shop\xas 1,0 be | flmnthe comnnttce
members who had been in the training sessious with the consuliants.

As a result of {the project and its unexpected acceleration, the
principal who coordinated it for the fourth grade teachers, was given
the responsibilily for developing the curriculum in the social sciences
for the clementary grades in the disirict. The teacher who had the
background in the teaching strategies had become an accepted leader
within the district taking a major role in the workshop mentioned above
and in working with other teachers. She had also been called upon to
serve as an NDIEA Title II11-B consuliant in the social sciences in other
districis,

An NDEA Title III-B proposal for social scieuce for 1967-1968
was submilted at the application tirne in the spring of 1967, but was
disapproved for funds. In June 1968, however, when unused NDEA
Titlé 111-B funds were available, District A's project was funded for
one-half day. The district submitlted two applications for elementary
projects for the school year 1968-1969: one for ecounomics and one
for geography. DBoth projects requested three days consultant time.
Project approval was unknown at the time of this writing.

Pistrict B.  The summer workshops which District B had

planncd with the consullants' help were accomplished. Both had good
attendance and were judged successful by the district. Not only did
the consultants help the district in planning the summer workshops,

but the project had somc long range effects.  The district personncl
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came in contact with many o‘ther resource pcople which led to other
worksbops.  The high school teachers became interested in the ensuing
summer workshops and began working on a social science curriculum
for the secondary schools. A course of study for kindergarten through
grade twelve was in the long range planning for 'conlpletion in 1969.

New social studies unitg which were one of the objectives. for
the summer workshop were in use in the school year 1967-1968 through
the eighth grade. New materials, both commenrcial and teacher made,
were available and in use in the same year.

Because of his work with the district during the project and its
follow-up workshop, Consultant number four (IV) had been asked to
return to the district for another workshop in the school year 1968-1969.

In 1967-1968 the district submitted threec projects for consultant
services in elementary social sciences which were all disapproved.
Again in 1968-1969 three proposals were submitied. Approval of pro-
jects was not known at this writing.

District C. According to the curriculum director in District C,
"the NDEA approach encourages schools to do that which they might not
ordinarily do." The project in District C proceeded according to the
proposal plan and accomplished the stated goals and encouraged new
procedures and future goals within the district.

At the conclusion of the 1966-1967 projeét, the district had a
new social science scquence planned for grades one through six which
included not only content sequence but also unit titles, tentative gen-
eralizations for the units, and a list of instructional aids {o implement

the new program. An NDEA Title IIl-A project to provide the necessary
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instructional aids for the new program was written and approved for

the following year. Educational fieid trips to implement the new prO;

gram were outlined and recommended. Plans were made to continue
the work a second year to develop resource teaching guides complete
with kits containing the necessary supplementar‘y teaching materials
for the guides.

Other results came from the 1966-1967 project. According to
the evaluation written by the Assistant Superintendent in charge of
instruction the Social Science Curriculum Committee had learned to
use improved teaching techniques oriented to the problem solving
approach. The teachers who had been working with the consultant
tried different teaching procedures including team teaching. A
humanities course for grades seven and eight was developed and tried.
A pilot program in economics at grades one and two was also begun.

Counsultant number five (V) had been asked to continue work in
District C in 1968-1969 at district expense. The district personnel
had seen what could be accomplished with some outside help through
the encouragement of NDEA funds and wanted to maintain the impetus
given to the social studies curriculum by the NDEA projects.

District D. The 1965-1966 project of Disirict ID was followed
by another project funded for 1966-1967. However, no written
materials or records were available from the first project, and the
second project was never carried out. No record was available in
the Burcau of NDEA as to the outcomes of the first project since o
evaluations werc sent to the Staie from the district,

District ¥. The matlerials which Consultant number eight
Led



not reach the hands of the teachers. The long awaited Beginn
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(V1Y) prepared during the summer of 1966 for the teachers to use did

Global Geography and American Heri'tage were sent to the teachers

in late fall 1967. The curriculum director, who was serving his first
year in the district, sent o the teachers (1) the booklets, (2) a memo-
randum stating that the booklets were to be used, and (3) a letter from
the State Department suggesting in a brief paragraph how the booklets
might be used. The tcachers who used the materials told the inter-
viewer that they did not have Consultant VIII's insiructions for use of
the booklets nor the cross reference list he had compiled, neither had
they seen any of his work. The teachers were working very much on
their own with the materials in 1967-1968.

Except for the superintendent, Consultant VII bhad no communi-
cation regarding the social sciences with any of the teachers or other
administrators. One third grade teacher was iniroduced to him and one

principal recalled seeing the consultant in the superintendent's office.

Organization for Curriculum Development

The organization of a school district and the leadership roles
in that system were seen in Chapter I1I as influences that can either
facilitate or block change. Therecfore, a study such as this concerned
with a change in curriculum mustl look at those aspects of the districts
which reveal the organization and leadership patterns.

The administrative organizations within the disiricts studied
exhibited similarities as well as differences. All had some recog-
nized chanunels for curricnlum operations within the adminisirative

structure even though they differed in organization.
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as s,’hqw,n,,,i,t} Firgrurre 37, had a central office staff of three: a superin-
tendent, an assistant superintendent and an elementary coordinator.
The superintendent was the administrative officer immediately res-
ponsible to the school board. The assistant superintendent was in
charge of the district's business services. The elementary coordi-
nator was responsible for coordination of the subject matter special-
ists such as music and speech, administration of a small primary
school and other special assignments from the superiniendent. He
was not respounsible for the elementary curriculum.

The district was dccenifa].izcd in that each cienmntary prin-
cipal was assigned to work with all the teachers in the district at one
grade level from kindergarten through grade six. If the teachers in
that grade were inlerested in a curriculum problern, then the principal
became involved in curriculum. he p1:in.cipal, however, was more
responsible for the curriculum in his own building than he was for
curriculum development at the grade level which he served as a
committee member,

District A had a Central Curriculum Committee composed of
all the district adrniﬁistrators, including the superinteudent, two board
members, one teacher from each building, and lay representatives.
The curriculum committee met mounthly in the evening. The commitiee
identified the major curriculum areas for study, divided into small
groups to make the study, then brought recornmendations to the
commiltee. After deliberation, the cormmittee made further recom-

mendations to the board for action.
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Figure 3 shows the commitiee organization wilthin the district
through which curriculum development was accomplished. The Cen-
tral Curriculum Committee described above was, in reality, respon-
sible for the gurriculur‘n recommendations and implementation for the
district. The recommendations of this committee went directly to the
board for action. The comrmittee was also the body !t'hrough which the
action of the board could be disseminated. Since the Central Curric-
ulum Committee had teacher representatives from each school as well
as all of the administrators who were also assigned to work on curric-
ulum or grade level committees, the board approved decisions moved
easily through the Central Curriculum Commitiee to .the separate
schools and to the grade level committeces for implementation.

The organization of committees also allowed curriculum develop-
ment to originate at the teacher level and move from a teacher's sug-
gestion in the curriculum or grade level meeting upward through the
administrator to the Central CLvll‘l’i.CLllLllTl Commitiee for study and
actioﬁ.

Curriculum plans were projected for three years in the district.

District B. District B had a central office staff of fourteen: a

superintendent; an assistant superintendent; a deputy superintendent in
charge of instruction; a business manager; a curriculum specialist, a
position created after the Title III-B project was completed; a director
for Federal programs; and coordinators and/of directors for special
subject areas. These positions and the district organization are
showu on Iigure 4.

-The Deputy Superintendent in Charge of Instruction held the
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responsibility for curriculum and was accountable to the superintendent.
He hada c‘}{:ivcrtﬂt()ral.dggrce, was an experienced feacher and had been an
elementary and high school administrator. He bad graduated from the
local high school and all of his professional education experience had
been in Disirict IB. Iis respousibilities included supervision of the
schools relative to curricuhmﬁ, coordination of administrative fun-
tions, in-service and organization of curriculum committees,

The committee organization through which curriculum develop-
ment was fostered in District B is shown in Figure 4. The Deputy
Superintendent was the functional leader of the curriculum commiltees.
The Curriculum Advisory Commitiee, made up of iegchers, adminis -
trators, and the curriculum specialist, had advisory respousibility to
the Deputy Superintendent and the board. No board snembers, however,
served on the commitiee. The Depuly Superintendent alsc set vp the
cormumittees of leachers and administra?ers for subject matter study
and curriculum development for all grade levels,

The Social Science Curriculum Commitlee was oue of the active
curriculum committees at work in the districi. Membership was vol-
untary. A district elementary school principal worked with the com-
mittee to facilitate the work of the committee. At the beginning of the
project included in this study the committec was made up of elementary

personnel only, but as interest in the project expanded, high school

teachers joined in the work of the commitiee.

school district, numbered [ifteen. This number inciuded the superin-

tendenl, assistant supcrintendent in charge of instruction, the associate
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superintendent in charge of business, an administrative assistant for

child welfare and attendance, a curriculum direcior, coordinators

and/or directors for a Title I project, for music, for physical educém
tion, for guidance and special services, and {or instructional materials.
Two curriculum consultants and three psychologists completed the staff.
Figure 5 shows these positions and the organization in the district.

\ The Curriculum Director, as his title implies, was respounsible
for the curriculum for grades kindevgarten through grade eight. He
was accountable to the assistant superintendent in charge of instruction
who was in turn accountable to the superintendent. The Curriculum
Director had his Ed. . from Stanford University and his other degrees
from the University of Oregon. Before beginning in District C he had
been a superintendent and principal in Oregon for sevenieen years.

His duties in ihe district besides the responsibility for the kindergarten
through eighth grade curriculum included directing the summer session,
coordinating instructional materials, supervision of the subject area
consultants, directing the programs for the gifted and programs for
reading improvement,

Subject area committees had been an active part of the curric-
ulum development organization. The Social Science Curriculum
Committee was an example of the way in which those committees were
formed and operated. The commiltee was made up of the grade level
chairmen, a teacher from cach school and one principal. The Curric-
ulum Director in the early fall asked each principal to recommend a
teacher from his faculty to serve oun the commitiee. The recommended

teacher was to be a strong teacher with a special interest in the social
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sciences. The letter also asked the principals to express their own

interest in being appointed to the commitiee. The Curriculum Direc-

tor was responsible for the formation and actlivation of such commit-
tees. The general consultants assisted him in the functions of the
subject matter committees. The relationship of these committees
to the line and staff organization is shown in Figure 5.

In the spring of 1968, the district was developing a curriculum
commitlee of teachers and administrators to give direction and
priorities to the continued devclopment of the elementary curriculum
and to the needed in-service activities to implement the curriculum.
structure of District D was still undergoing change that had begun with
unification on July 1, 1965. One stafif member was added in May 1968
bringing the total central staff {o nine, and the administrative functions
of other staff members had undergone chaunge. The positious at the
beginning of the school year 1967-1968 were: superiniendent; assistant
superintendent in charge of instruction; directors for certificated
personnel, pupil persounel and special services including compensa-
tory education, food services, business services; coordinators for
music and instructional 1n‘aterials; and a psychologist.

The latest addition to the stalf was a person for elementary
curriculum. This relieved the assistant superiﬁtendenﬁ in charge of
instruction of the elemeniary program, bui he retained the secondary
curriculum respousibilities and was given respounsibility for the coor-
dination of the district administralors to replace the loss of elementary

curriculum. Reorganization and shiftz in responsibility had been



characteristic of District D since unification on July 1, 1965, the
begmmng va the Schoolyear ,f,Or the first Title III-B project. New
administrative personnel were hired at that time. In March 1966,
more administrative changes wevre made. The high school principal
was made assistant superintendent in charge of instruction at that
time, the position he still held in 1968. FEach year saw organiza-
tional changes. The administrative unit grew and the functions of
each central staff position shifted. The ceuntral office moved into new
quarters in the spring of 1968. During the three years an unscitled
feeling prevailed. The assistant superintendent expressed it this way,
"Unification and reorganization have created confusion in our district. "

In order to assist the investigator in getting an accurate
account of the Title 111-1 project, the assistant superiutendent made
two telephoune calls for verification of statements regarding the pro-
ject. This was necessary as he was unacquainted with the project
because at the time it was being accomplished he was a secondary
administrator. One of the calls was to the Director of Business
Services who had been an elementary principal at the time of the pro-
ject, another call was to the Coordinator of Instructional Materials
who had been the Dirvector of Elementary Education at the time of the
project.

The curriculum organization in the districl was in an amor-
phous state. The superintendent had begun organization along the
lines of a systems approach during the school year 1966-1967. The
curriculum structure of commissions and cabinet in the spring of

1968 were still in the stages of organizing and defining respounsibilities
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and funclions. The Elementary Curriculum Commissioun had a repre-

sentative from every school and grade level plus two administrators.

The Secoundary Curricwlum Commission had subject area representa-
tives, a counselor, librarian, a sevenlh and eighth grade adminisira-
tor, and a high school administrator. The Superintendent's Cabinet
was an advisory body to the superintendent as well as a means of
communication with and between the two commissions. On the Cabinet
were representatives from cach commission and from the central
office. Two people held curriculum responsibilily, oue for elemen-
tary grades and one for secondary grades. The elementary curric-
ulum person, however, had been added as late as May 1968.

Subject area commitiecs, such as the Social Studies Committee,
had little part in the Organiéational structure in 1967-1968 for curric-
ulum development.

Because of the numerous and frequent changes in the adminis-
trative organization where status and function roles were coutinually
shified and redefined from ‘i:be first application for NDEA Title III-B
funds until the time of the study, a chart showing the organization
could not be made. Reorganization was begun, due to unification,
before the beginning of the school year of the first project. Further
changes were made prior to the second project for 1966-1967 as well
as during that year. Changes continued throﬁgh the year of this study,
1967-1968. With all of the administrative Chan‘ges, curriculum
development became a seccondary consideration until the district

administrative structure could be completed following the uunilication.
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Disirict E. The entire adminisirative staff for District E at

the time of the project was a superintendent and two principals. Later
a curriculum director was added to the staff on a part-time basis. The
superintendent retained administrative control. The district organiza-
tion is shown on Figure 6.

Since the Title III-B application the district adiministrative
staff had had several changes in personnel. One of the pr‘incipals who
was in the district when the application was approved moved in Decem-
ber 1965 before the project was activated. His replacement who also
planned to leave the district at the end of the 1967-1968 school year,
knew nothing about the project, Valﬂrlougl‘l one of the leachers in his
building was currently using the new materials. The curriculum
director who had been an eiementary principal and a {ederal p:roje;*:t
writer befokre going to District E, planned to terminate his work in
the district after one year. The superintendent who had submitted
the Title IT1-B application had moved to aunother school during the 1967~
1968 school year. The new superintendent took the position near the
end of the school year. This meant that at the start of the school year
1968-1969 three out of four of the administrative statf would be new to
the district. The continuing administrator was the principal who had
worked with the State Comamittee in preparing the geography and his-
tory materials for the second and third grades.'

Tension was evident in the district. The former superintendent
who had .subn‘titted the 1965-1966 project was a persounal friend of the
State Superintendent of Instruclion and of the NDEA consultant who

served the districit, This friendship and persounal relationship was
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made clear in stalemecents to the investigator first by the curriculum

~director, secondly by the senior principal, then by the departing

principal and lastly by the sccond and third grade teachers. The
feeling couveyed by the statements ranged from pride to apprehension
and appeared to the invcstigator to lie at the base of some of the ten-
sion.

~ The second and third grade teachers werc anxious 10 please,
io do a good job, but were working with little direction and hence were
apprehensive abouf what they were doing. The curriculum director
knew only that materials from the State Department of Education had
arrived for some kind of a pilot project. He wrote for further infor-
mation from the State Consultant and forwarded a copy of the reply
to the second aad third grade teachers. He was not enthusiastic
about the materials. He disliked his job, the district, and expressed
pleasure that he was lecaving.

The principal who had worked ou the State Commitice planning
for the geography and history materials had not been given an oppor-
tunity to work with the cousultant when Counsultant number eight (VIII)
was brought into the district. He did not have, nor could he find, a
copy of the work done by the consultant. Three of the four teachers
trying the materials were in his building. He expressed interest in
what they were doing and encouraged them to us.e their own ideas.

As the secound priucipal in the district at the time the project
was funded had left at mid-year, his replacement had no knowledge
of the project until the materials arvived itwo years later. A gecond

grade teacher in his building was using the materials. He could give
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her no help. Neither was he sympathelic toward the materials. He,

oo, said he was glad to be leaving the distriet.

No curriculum committee or special subject committees nor
plans for such organization were, nor had been in effect within the
district. The curriculum director or one of the principals occasion-
ally sent a curriculum questionnaire to the faculiy. :I“aculf:y meetings
were not given to curriculum problems. The curriculum director
and the former superintendent had sent out memorandums which told
the teachers what to do. Materials, both basic and supplementary,
were distributed directly to- the teachers with perhaps a letter of

explanatiou, and again at times no explanation was given.
III. SUMMARY OF THE COLLECTION OF DATA

This chapter has delineated the procedures used in delimiting
the study and in gathering the data therein presented.

The five districts whose projects were described in the study
comprised the euntire population in the geographic area of urban
school districts with funded NDEA Title II.I-B projects in the social
sciences for elementary grades. Although four kinds of districts
were represented ana the composition of the supporting communities
differed, NDEA funds allowed each district to engage in social science
curriculum change which otherwise would not have been undertakeun.

The ways the projects were initiated, agcomplished and
followed were described. It was seen that the funds allocated for
ecach project were less than the amounts requested, bul the four of

the five districts made arrangements for additional or prolonged
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consultant services so that the projects would more adequately meet

_the districts' needs. It was also shown that the projects marked a be-

ginning of curriculum change in the social sciences in the districts
whose projects were studied. Continuation of the projeclts was under
way during the year of the study and plans for continued work were
projected for the ensuing year through additional reQuests for NDEA
Title III;-B projects and through district allocation of funds.

This chapter showed the ways districts selected the partici-
pants for the projects using criteria which ranged from involving all
teachers at a specified grade level to identifying and recommending
teachers who possessed subject matter knowledge coupled with teach-
ing skill. Teacher needs and wishes formed the basis for five of the
six projects. Teacher interest and involvement were considered
crucial to achievement.

Lines of communication were established and kept open in
Districts A, B and C, as well as in District D for the first project
year. Special effort was made to inforr not only the parlicipants but
also the entire district personnel about the projects and their progress.
Numerous deyices were utilized to disseminate the information aud to
encourage wider interest and participation. Feedback to the con-
sultant and the administration from the project participants was a
vital part of the communication process and channels were provided
for it. The effectiveness of the open channels'of communication and
feedback was shown in the increased number of teacher participaunts
as the projects continued.

"It was also clearly shown that the administrative organization
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and leadership affected curriculum development and change. Where

the district organizatlion, as in Districts A, B, and C, provided for

curriculum commiitees of teachers and administrators which operated

outside the line and staff organization with functional leadership from

line and staff officials, the projects expanded 1o include more teachers

and enlarged goals. These districts also projected their plans to
continue the work begun under NDEA Title JII-B into the ensuing years.
This was not the case in disiricts without such organization and where
status leadership énly was available. Vital tc the successful organi-
zatioun in project development was the open cormmunication between

the curriculum committees. and the line and siaff officers,

The consultants became involved in the projects to the extent
that each gave additional time to the districts. The consultanis planned
their presentations carefully to provide a maximum of teacher involve-
meut. Only in District E was teacher involvement lacking and that
was due to circumstances beyond the control of the consultant.  The
consultauts were alert to the needs of the teachers and built ways of
securing feedback into their presentations and into their operational
agreements with the districts. It was also shown that the consultants
were specialists in their fields and they were selected mainly [rom

knowledge of their work from institutions ¢f higher learning.



CHAPTER V
PRESENTATION OF THE DATA

When the discrete pieces of data for each project were 1isted?
some relationships became apparent. Grouping the data wherever the
relationships existed placed the disiricts and their projects into three
categories.

The largest category included Districlis A, B and C. These
three districts exhibiled commonality in the ways their projects began,
deveioped and continued. They also continued their projects into en-
suing years through additional NDEA Title 11I-B provjects and through
investment of their own resources.

District D was the only one in the Sﬁldy with projects approved
for both of the two years of the study. For the first project nearly all
of the same factors shown by Districts A, B and C could be identified.
The second project for the following year, however, revealed signifi-
cant changes by not being activated which warranted placing District
D into a separate category.

District E, on the other hand, had very few elements in agree-
ment with the other four districlis, so a third category was established

for the data from District E. The project datcs plus the late arrival

of materials placed the district in an unusual position.

The data from all of the projects studied further grouped them-
selves into counsistent threads which could be discerned throughout all

three categories of districts.
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In a like manner data concerning the consultants were grouped.
- Counsistent threads ran throughout which added to commounality of the

pattern for the projects.
I. THE PROJECTS

Tables II through V show the three categories of districts and
the factors or threads which revealed the structure of the process
utilized by selected schools in employing consultants un'der NDEA
Title III-B for bringing about changes in the instructional program of

the social sciences.

Project Genesis

In Districts A, B and C, as shown on Table 1I, ten common
factors were presenl in the genesis of the project proposals. All of
the proposals were generated from the felt needs of the teachers as
expressed through teacher committees. The teacher committees
were part of the district structure for effecting curriculum develop-
ment. They met regularly and represented special interests either
in the social scicnces or in furthering grade level communication and
articulation within the district. The suggestions and requests from
these teacher committees were reflected in the project purposes.

In each of these districts some staff member at the adminis-
trative level--principal, curriculum director, or consultant--was
assigned to work with the teacher committee. The administrative
representative on the commitice was responsible for assistin
teachers in achieviug their goals, not for directing thelr activities.

The administrator was the direct line of communication between the



FACTORS IN THE PLANNING STRU
URBAN SCHCCL

TABLE II

PROJECTS FOR CONS JLTANTS IN THE

SCIENCES IN

CTURE OF THE SELECTED
DISTRICTS FCR NDEA TITLE III-B

SOCIAL

LEMENTARY SCHCOLS

DISTRICTS A, B, C

DISTRICT D

DISTRICT E

bt

[1eN

Active teacher commitiee
Teacher commitiee requested
the project

Teachers formulated the pur-
poses for the project

Project planuned t0 meet the
expressed needs of the
teachers

Administrative leadership
continuous

Title III-B project continu-
ous with district program

Tezacher committee augment-
ed by selective procedures

Active teacher committee

Teacher committee requested
the project

Teachers formulated the pur-
poses for the project

Project planned to meet the
expressed needs of the
teachers

Administrative leadership
discontinuous

District program discontin-
uous

No selective procedures:
planned for all elementary
teachers

No teacher commitiee

No teacher request
Administrator planned

Project to meet needs of a
State committee

Administrative leadershlp
discontinuous

No district program
Project for a discontinuous

group of second and Jn*d
grade teachers

el



TABLE II (continued)

DISTRICTS A, B, C

DISTRICT D

DISTRICT E

~O

10.

Letter of invitation sent to
selected group

Meetings open for other
interested teachers and

administrators

Groups remained constant

Letter of invitation sent to
all teachers

Meetings open {or other
teachers at specified

grade levels

Two groups

No invitaiions

No groups of teachers

No groups of teachers

9¢ 1
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teacher group and the administrative level where the district authority

- for decisions and expenditures resided. With this channel open to the

teachers, their needs as well as their suggestions for filling thesec
needs could be made known to those with the authority to take action
for meeting the teacher requests. The administrative representative
had more mobility than the teachers and was therefore able to follow
the necessary procedures to bring a project to fruition. This included
such responsibilities as clearing the way [or a proposal to be submitted
and outlining the teachers' ideas so that a project could be written and
in some instances, writing the project; c:ontactipg and securing the
servivces of the desired consultant; arranging for meeting times and
places; and securing the materials requested by the feachers,

Although the number of days allocated by NDEA Tille III-B
were less than the number requested, these districts took action to
keep their planned projects intact. In each instance for Districts A,
B and C, the Title 11I-B funds provided the impetus for a more inclu-
sive program. In the eyes of the disirict personnel, the accomplish-
ment of the project goals was not limited to the few days of consultant
time. The project was a part of a planned program that one or two
days of consuliant service could not consummate. The Title III-13
project was the encouragemeni needed to begin a program in the social
sciences.

In addition to the nucleus teacher commitiee which initiated the
project propeosal, Districts A, B and C instituted procedures for
augmenting the committee to securc greater classroom gains from the

consultant services by involving more teachers. District A instituted
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a voluntary sign-up of teachers willing to have more intensive work.

A questionnaire was circulated in District B to ascertain interest.

District C requested recommendations from building principals for
interested teachers who exhibited strength in the social studies. The
steering cormnmitiee for each teacher group then selected teachers to
augment the original groups for participation in the total project.
Letters of invitation, signed by the steering committee chair-
man and/or the administrative representative on the committec, were

sent to the total list of pariicipants. Atlendance, however, was not

-limited to the augmented group. The meetings were open to any other

personuel in the district who were interested in the project. Dis-

"meetings and

tricts B aud C by announcements at administrators
through invitations urged administraiors within their districts to
attend.

During the accomplishment of the total programs, including
the NDEA Title 11I-B allocation plus district sessions, the same groups
of teachers were involved.

District D followed most of the foregoing procedures for the
firsi project, but differed in four respecté which appeared to influ-
ence the longevity of the program. In 1965-1966 the district had an
active teacher committ‘ee in the social sciences which had formulated
the project according to the necds of thé teacher group. The commitiee
Va]so had administrative leadership. Howcver; the administrative
responsibility for curriculum in the district was changed during the
school year that the first NDEA Title I11-B project in the social

sciences for elementary grades in the district had been accomplished.
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A secoundary principal was made Assistant Superintendent in charge
of instruction in March 1966, The first project for elementary grades
had been accomplished pricr to his appointment.

Further changes in the central administirative unit were made
during the next two years. Although the central staff members re-
mained much the same, their responsibilities were shifted and their
titles were changed. The administrative representative for the 1965-
1966 project moved into the position of Director of Certificated Per-
sonnel. Even thodgh the c:omraitteé formulated a coutinuing project
for the following year, the staff member who conferred with Consul-
tant ﬁlebel* seven (VII) to plan for the 1966-1967 project was Coor-
dinator of Instructional Materials. No one in the district could recall
and no record was available as to who was given the responsibility
for the second year project. The Title III-B funds allocated the dis-
trict for 1966-1967 were not used and the project within the district
was dropped. Respounsibilities had been shifted to the extent that the
entire program was lost.

In accomplishing the 1965-1966 project, District I did not
apply any seleclive procedures for participants. The sessions with
the consultants were planned for all of the elementary teachers. Five
sessions in all were held for two groups: three for primary tc;achers
and two for middle and upper grade teachers. All teachers were
asked to attend the project sessions. Although attendance was volun-
tary, the teachers were expected to attend the meetings for their own
grade levels.

In District E a different situation appeared. No teacher com-
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mitiees were aclive in the district. The project was geunerated through
(the interest and involvement of the superintendent and one of the ele-
mentary principals in a history and geography program for primary
grades being developed at the State level. The superintendent volun-
teered the second and third grades of District E for trial use of the
materials. The application for Title 1II-B funds was made for this
purpose. The development and completion of the materials at the Statie
level was slower thau anticipated so the pilot program as planned was
not possible during the fiscal year of the funding. 7The consultant, how-
ever, did spend the two allocated days in the district, but did not work
with émy teachers. Before ihe cousuliant came into the district, one
of the districts' two elementary principals moved to another school
district. The other principal, who worked with the State Committee
on the development of the geography and history materials, remained
in the district and continued his active participation with the State
Commoittee. However, when the counsultant was in the district, the
principal did not work with him. The consultant worked alone and had
contact with the superinfendent only. Other than the superintendent,
no teachers nor principals knew what the consuliant had done. When
the materials arrived two years after the project was conlpletg(}, no
one, not even the principal who had worked on the State Committee,
knew what had happened to the guidelines which Counsultant number
eight (VIII) had prepared to help the teachers in the pilot program.
Siuce no disirict personnel éther than the superintendent had kuown
what the consultant did, his work was lost to District E.

The supcrintendent of District E had moved [rom the district
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during the school year 1967-1968--the year the history and geography

materials arrvived. In addition, a new curriculum coordinator had

been hifed in the district on a pari-{ime basis. The curriculum coor-
dinator had no information regarding the project, the materials, nor
the plan for ithe district to pilol the program other than a one page
letter from the Consultant in Curriculum Deveiopmént from the State
Department of Education which accompanied the materials on arrival.
The ‘let'ter made no reference to the Title III-B work which had been
done neatrly two’years previously. The discontinunity in administra-
tive leadership had an adverse effect upon the continuity and follow-up
of the. project. The program [rom which the project was developed
was not part of the district program as District £ had no curriculum
development organization or plans., It was a separaie entity planned
to help the State project.

The above described situation left the teachers in the district
in 1967-1968 trying to implement a program in which they bad had ao
part in developing nor for which they had had no preparation. The
materials from the State had arrived so belatedly that two of the key
persons who had knowledge of the program's purposes were gone [rom
the district. Those who remained of the central staff were unaware
of the consultant's work or of the guide he had prepared. The detailed
guide which might have been of help to the {eachers was nowhere to be
found in the district.

The foregoing summary of data regarding the ways the projects
began confirm the findings reporied in the literaiure. For all of the

distiricts financial assistiance from an cxternal source, NDEA Title
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I1I- B, stimulated the initiation of change. And as shown in Chapler
111, inunovaliveness varies directly with financial resources.

 Districts A, B and C established through district organization
a climate in which innovation and change could occur. Each of these
districts had functioning curriculum committces with administrative
(statns) leadership assigned to work with the committees. In the com-
mitiees the status‘leaders performed as functional leaders, helping
the commitice members clarify goals and find ways to achieve the
goals. The cornmittees in requesting the NDEA project and in form-
ulating project goals exhibited the first two stages in Rogers' classifi-
cation of stages in diffusion: awareness of newer programs and
interest in finding out about them. The project goals also indicated
that commitiees intended to progress in their change efforts to either

adoption or rejection of the ideas being explored in the project. The

administrative representatives working with the teacher groups be-

came involved in the projects and worked actively to consummate
group goals. Because the impetus for the projects in the three dis-
tricts came from the teachers--an internal source of change--the
literature reviewed indicated that activily coming from such a source
could be expected to result in beneficial change.. It appeared, there-
fore, that the projects in Districts A, B and C would result in & benc-
ficial chauge in the social sciencé curriculum which could be termed
improvement of instruction as stated in the purposes of NDEA Title
111-B.

In District D the same situation as in Districis A, B and C

applied for the first project. The organizational changes within the
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system due to reorganization from the district unification, begun

during the first project and increased in intensity during the second

year, caused the energies of the district to be focused elsewhrerrké‘ than
on the continuation of the project, and the district, as a district, dis-
continued effort to change the sécial science curriculum. The leader-
ship shifts and the movement within the status positions of the organi-
zation did not allow for continuance of the innovative effort. The
result was loss of goal focus in curriculum development and role
ambiguily in leadership. Under these couditions, beneficial change
could not occur according to the findings reported in the literature

$O c}iange that could be termed improvemeut of instruction appeared
to be unlikely in this district.

District E followed a line and staff patiern of authority with
particular emphasis upon the hierarchial aspect of that organization
where the flow of power and mandate was from the top down. The
NDEA Title III-PB project for consultant help was an administrative
decision entirely with no teacher involvement. Jt was not a response
to an awareness, nor 1o au interest or felt and expresseaneed of the
teachers. No temporary system involving any statf or faéulty was
established as the consultant worked alone., Lacking teacher involve-
ment the project had little chance to effect any change. Further indi-
cations of minimal change were evident in the district's goal ambiguity,
low inlerdependence of facully and administration, role invisibility for
the tcachers, and no means of two-way cormumunication within the
school system. The chain of in-district line changes represented by

the changes in persounel, served further to confuse the goals of the
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~disirict making benelicial change difficull. If appcared, then, that

District E's project [or improving instruction in the social sciences

had little chance for achieving this goal. .

Project Development and Growth

The factoré affecting the development and growth of the NDEA
Title III-B projects for the selected urban school districts studied in
this investigation are shown in Table III. By referring to the Table,
it may be secu that Districts A, B and C proceeded in similar fash-
ious. |

The teachers involved in the consuliant sessions expressed
the desire for more time from the counsultants. The districts com-
plied with the requests in varying ways. Where funds were available,
the districts hired the consultants to return at the disirict's expense.
District A hired each consultant for three more days. District B
invited the consultants to be part of the summer @orkshops, however,
Consultant III had other obligations which interfered. Consultant IV
did return for the workshops and also for additional planning time,

He donated his time to the district. He was again fuvited to the dis-
{rict for the fall of 1968,

District C was somewhat more ingenious in a solution for
getting more of the consuliant’'s time. An agreement was made with
Consultant V to work half-days iustead of full days, thereby doubling
the number of days in the district and doubling the number of teacher
contacts. In addition to the NDEA Title III-B days, Consultant V
gave the district more timce which was used in plannin

in a media workshop and display. In order to coutinue the social



TABLE 1iII

FACTORS IN THE SELECTED URBAN SCHCOL DISTRICTS AFFECTING
THE DEVELCPMENT AND GROWTH OF NDEA TITLE III-B
PROJECTS FOR CONSULTANTS IN THE SCCIAL

SCIENCES IN ELEMENTARY SCHOCQOLS

DISTRICTS A, B, C

DISTRICT D

DISTRICT E

w

W

Teachers requested more
consultant time

Same consultants returned
Districts used own funds
Formulated new goals

Planned to achieve new
goals

Program accelerated and/or
expanded
Additional Title III-B requests

submitted for 1967-1968

Title III-B requested for
1668-1969

Some released time for
participants

Teachers requested more
consultant time

Same consultant returned
District used own funds
Formulated new goals

New goals discontinued

Program discontinued

Additional Title III-B requests
submitted for 1966-1967

No further Title III-B
requests

No released time

No teachers involved

Consultant did not return
No district funds expended
No new goals

No new goals

Materials arrived in 1967~

1968: consultant work of 1966
not available to teachers

No continuation
No continuation

No time with teachers

I
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studies work begun with the Title I1I-B project of this study, District
C rctamchon%u]’Lant V for the next two succeeding school years:
one year, 1967-1968 with another NDEA Title [1I-B project; the ne*ct
year, 1968-1969, at district expense,

All three districts follow‘ed their initial NDEA Title III-B
projects with additional requests. Districts A and C whose initial
projects were approved for 1966-1967 followed with requests for
1967-1968. District A's second project was funded late in the fiscal
year--June 1968. It was unknown at this writing if it were used.
District A also submitted two applications for elementary grades for
Title VIII—B funds--one in econornics and one in geography--for the
school year 1968-1969. At the time of this writing il was unknown if
the applications were approved.

District C's second request, as noted above, was funded and
accomplished using the .service of the same consultant as in the pre-
vious year. As District C planned to continue with district funds no
application for Title III-B funds for elementary social sciences for
1968-1969 was made.

District B's initial project was funded in the 1965-1966 year.
In 1966-1967 and again in 1967-1968, the district submitted three
Title I1II-B social science projects for the elementary grades, all of
which were disapproved. The district, however, was not easily dis-
couraged as three Title I1I-B projects for elementary grades in
history, geography and civics were again submitted for‘ 1968-1969.

In the meantime the district was continving work oun the sccial scieunce

course of study and on the development of units for elemeniary grades.
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As the work with the consultants progressed, the teacher

groups began to expand and redirect their projects so new goals were

formulaied in Dlstnc‘ts A, B cde Althoagh Dmtu ct Ahadplmccted |
a three year scheme for achieviég the program objectives, it was soon
appareni that the teachers wanted more information and materials than
anticipated and also desired a faster diffusion of the processes, so the
objectives were altered for the project to continue at an accelerated
pace.

In District B, between the session with Consultant 111 and that
with Counsultant 1V, the direction of the planning for the workshops had
changed as the comimittee had decided upon two rather than one sum-
mer workshop. Accordingly, the Title I1I-B projectrgoals had to be
changed to conform with the new directlions,

As a result of the sessions with Consultant V, District C

teachers found that achieving their firsi objectives led to newer objectives.

For example, the objective {o use multi‘ple texts so that the textbook
would not be the single major source of instruction led to the goal of
placihg greater emphasis upon the multi-sensory apprda cl_l to learning. .
Thus it was that the objectives of the Title TI1-B project for the year
of the study, 1966-1967, underwent transformation into new goals which
were incorporated into the 1967-1968 Title 111-A and I1I-B projects and
into district long-range planning.

To move from the immediate goals to the newly formulated
ones in Districts A, B and C entailed new plans to encompass pro-
cedures necessary for accomplishment. Thus it was that Title I1I-B

applications were made by all three districts for ensuing years,
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In A, B and C districts some of the teachers were given re-

leased time for the projects. In District A, all teachers participating

were released for one full day and taught a minimum day for another
NDEA project time. Distiricts B aund C, however, allowed relecased
time only for the steering commitiee. District B also made some
informal arrangementis within buildings to free participants from one
hour of class {ime for each NDEA consultant day to work with the con-
sultants.

The difference between District D and Districts A, B and C
came in one aspect, namely the discontinuation, of the project or
program developed. In District D, the program was ’prc;gressing, the
consultant had given service which had been highly praised in the dis-
trict, Consultant VI had beeun hired to return for one meeling at dis-
trict expense, aud another project for Title III-B funds had been
written, submitted, and funded according to the newly developed goals.
Then the continuation of the program and project was lost, and the
program was not reactivated.

District E offered a contrast {o the other four districts. No
teachers were involved with the consultani; who worked alone in the
district. The district expended noue of the local funds. Nothing was
doune following the consultant's work. In fact, when the booklets which
were the basis of the proposed pilot project of the Title IIl-B applica-
tion finally arrived two years later, the Curriczil.]_mn coovdinator had
to write the State Department to find out why they had been sent to the
district. None of the consultant's work was to be [ound in the district,

let alone be distributed to the teachers. Even then, the teachers were
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given no orientation as to what they were to do other than a short note
from the district curriculum coordinator telling them to use the mate-
rials according to the one paragraph of instruction in an enclosed
letter from the Consultant in Curriculum Development from the State
Department of Education.

It may be seen from the foregoing summarization of data that
the findings of the study confirm those of the literature in the following
respecis.

In Districts A, B and C the funds from NDEA Title III-B stimu-
lated still further activity within the districts for change. Increased
interest on the part of teachers encouraged the districts to invest
some of their own funds in coutinuing the project or in related projects.
As was seen in the review of literature, investments of local funds is
an influence facilitating change. Districts were also inventing new
ways to meet a felt need when they hired consultants for additional
time, and when they arranged with consultants to serve half-days
rather than whole days in order to have the consultants in the district
more times and spread the visits over a longer period of time. By
continuing cousuliant services for a 1onge:r period of time and by
requesting additional NDEA‘ projects, the districls indicated move-
ment into the later stages of the diffusion process--irial and adoption.
Other cvidence of the progress into later stages of change was
ecvidenced wheun goals were elaborated, redefined and refocused.

Temporary systems were put into effect in Districts A, B
and C which centered around a selected group of teachers. The sys-

tems devised involved the teachers at an ever increasing level. The
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teacher groups had established the project goals which reflected their
own felt needs. The teacher committees were set upon the accomplish-
ment of a specified task and the energies of the group were directed
toward the defined change.

Since temporary sysliems are designed to bring about change
it will be well to look at the [catures of the temporary systems which
these disiricts incorporated into their sessions with the consultants
during the consummation of the projects. Time limits were set for
accomplishing the goals as set forth in the NDEA Title III-B project
proposal; the goals were defined at the beginning of the project;
specific persounel were invited to enter the systern; time and Jocale
for the sessions at a place outside the regular classroom situation
were provided; the number of participants was limited; goal redefini-
tion occurred; and communication and power structure existing within
the district was utilized.

At the end of the project year there was no evidence of re-
jection, evidence only of wanting {o proceed further in the change
process and advance to the latter stages of the process. Furthermore,
the evidence showed that more teachers were willing and anxious to
be included in the project. All of this tended to support the contention
that beneficial change, resulling in improved instruction in the social
sciences will resull from the eflforts introduced by the NDEA Title
III-B projects in Districts A, B and C.

In District D the foregoiug applied for the first project. Dis-
trict unification, however, with the resultant changes in the adminis-

trative organizalion and the disrupled leadership apparently blocked



151
the second project. District D's discontinuance appearcd not be-
cause of failure of the processes and systems put into effect o induce
change, but because a more encompassing change gripped the entlire
educational system in the district. This, according to the readings
reported in Chapler IIT, is an effective block to change efforis.

No evidence was apparent in District E to support the pre-
mise that the consultant services in the social sciences under NDEA
Title III-B would induce change or improve instruction in the sécial
sciences. Since none of Consultant VIII's work could be located in
the district, his countribution musil be counted a loss. The ounly
possible evidence {0 support the premise might be the receipt of the
belated materials and a sincere effort on the part of the teachers to
try 1o use them. Such use and subsequent evaluation of the materials,
however, assumed that the consultant's work was available to the
teachers. The conclusion seems then to be that vo change occurred
'as a direct result of the consultant services, but the project itsell,
because it also involved the introduction of new materials which were
published and sent to the district two years later, may bring aboul
some kind of change in the instruction of the social sciences in Dis-

trict E.

District Organization Affecting Curriculum

It was in the area of district organization that wide differeunces
among the districis appecared. The ways in which the districts were
organized and worked to bring about change in the curriculum defined
the categories markedly. Every factor as shown in Table IV pointed

1o dilferences from column A, B and C to column D, and from both



DISTRICT CRGANIZATION AND ADMINISTRATION AFFEC

STUDIES CURRICULUM CHANGE IN SELECTED SCHCOL

TABLE IV

TING SOCIAL
DISTRICTS

WITH THE AID OF CONSULTANT DAYS FINANCED

IN PART BY NDEA TITLE III-B FUNDS

DISTRICTS A, B, C

DISTRICT D

DISTRICT E

(37

Administration responsi-
bilities remained constant

Stabilized school district
organization

Commitiee structure for
curriculum development
continuous

Administrative responsi-
bility for curriculum
defined and continuous

cachers had role in curric-
ulum development

Curriculum plans projected

L
I

unctional leadership within
the status positions

Fluid administration - contin-
uous reorganization

Recent unification

Committee structure for
curriculum development
discontinuocus

Administrative responsibility
for curriculum discontinuous
and amorphous

Teachers role discontinuous
and amorphous

Curriculum plans not
projected

Functional leadership
submerged in status role
reorganization

Administrative changes
(internal tensions)

Unknown (i. e., unverified)
position on unification

Administrative control

Administrative responq ibility
discontinuous

Teachers had no *ole
Curriculum plans adminis-
tratively projected

Status leadership

261
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columns A, B, C and D to column E.

Dlstucts A, B and C had definite staff structures existing

within them for curriculum development. As shown in Table IV the
structure involving teachers working through committees with some
form of administ 'ator—repfesentative who was responsible for facili-
tating the committee's work and responsible {o the superintendent,
In District A the building principals were delegated curriculum res-
pousibility by the superintendent in a decentralized approach to curric-
ulum development., They worked district-wide with the teachers in
a specificed curricular area or grade level. District B held to a line
and staff interpretation of organization using & ceuntralized approach
to curriculum development. The Depuly Superintendent in District
B held major curriculum responsibility, a staff position, with assis-
tance from directors and coordinators in specific fields. Ii was
through his office that curriculum activities and committecs were
‘authorized and activated throughout the district. He was able to
delegate authority to priuncipals intercsted in the area 1o act as
liaison in the teacher-curriculum-committecs and to involve teachers
district-wide at all grade levels in the activity. District C operated
more in line with a centrally-coordinated approach. The district
employed a curriculum director who in his staff position worked in
line with the Assistant Superintendent in charge of Instruction and
the Superintendent. He was able to involv;e teachers district-wide
in curriculum activities,

To secure active teacher committees he asked for the build-

ing privcipals to recommend the teachers 1o be invited to participate
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in the actlivity. District A had added building principals as each new
elementary school had been built, but had not increased the central
staff. District B had added a new position to the central staff: that of
curriculum specialist. District C had had a replacernent in the con-
sultant stafl in the central administrative unit. In all three districts,
however, the positions had not been changed nor had they had redefi-
nition even though personuel changes had been raade. Not only did
Districts A, B and C have stable administrative units, but the school
district organizations were also at a stability level. Unification had
either been completled or was not considered as an immediate possi-
bility.

In District D, however, the story was different. Since the
district unified on July 1, 1965, the administrative officers had been
shifted in position and responsibility each year. Only the district
superintendent's position had retained continuity. Although most of
the central office staff had been in the disirict for éome time, the
same was not true for their tenurc in any one position. Even the
character of the positious had been subject to change although the
titles may have remained constaut. With the central staff in a con-
tinual state of change, district-wide teacher committees had been
ineffective and curriculum operations had beeun carried ou at the
building level rather than at the district level.

Making District D into a unilied district had been a trawmatic
experience to the administrative and supervisorynstaff. The amor-
phous character of the administrative organizations described above

was a direct result of district unification and continuous reorgani-
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zalion. The numerous changes had led to confusion. Energies which

ordinarily would have goune inlo curriculum development had been

expended in effecting the reorganization. In the spring of 1968 the
feeling was that the lines of communication and the systems approach
had been nearly completed for the district so that the attention of the
administrative staff could begin to focus in other school district prob-
lems including those of curriculum.

District E with a small administrative staff had not involved
teachers in planning for curriculum change beyond an occasional
questionnaire sent from the superintendent or curriculum director
to get opinions from the teachers. Changes also 0ccgrred in the
adminisirative offices. Responsibility for the Title III-B project had
been shifted belween the superintendent and‘one prioncipal. New admin-
istrative personnel who replaced those who bad resigred, had not been

informed of the project nor of its purposes. The teachers knew

nothing about the project nor the consultant's work. The lines of

authority were clear in that directives were sent to the teachers re-
garding curriculum and teachers' ideas were not solicited. These
changes and the type of authority exercised caused internal tensions
within the district. )

A new superintendent was appointed in the spring of 1968 and
two of the other administrative officers left the district. As a result
little stability was exhibited in District E at thé time of this wriling.
The current position of the district on unification was also unknown,

but the former superintendeut had been opposed to unification or

other district boundary changes.

T | o
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The following interpretations regarding change in the districts

studied may be made from the data cited on district organization when

related to the findings in the literature reported in Chapter IlI.

As noted earlier, the educational system must have certain

characteristics for change to take place. It appeared that Districts A,

B and C exhibited some of those characteristics. Although Districts
A, B aund € developed curriculum through differing approaches, their
district organizations were so structured that a climate favorable for
change was established. Curriculum committees with teachers as
mermbers were operative. Both status and functional leadership was
available. Persons occupying staff positions who were responsible
for curriculum were shown to be functional leaders in accord with the
term as used in the literature. Those who also held line positions
and who were involved in the projects demonstrated functional leader-
ship as well as status leadership. Through the commitiee structure
‘and fhf‘ leadership supplied in the district the feachers had a role in
curriculum development which indicated involvement. Involvement is
basic to curriculum development and is an important influence for
change.

From this, il may be concluded that the districts exhibiting
these characteristics would effect a change in the social science
curriculum frorn the development of their projecis funded by NDEA
Title III-B. Districts A, B and C should experience change in their
social science curriculum.

Little more can be said about District D's organizalional

structure as at the time of the study changes were still being made.

T —

e




157

However, in all the role changing in the central office and in the dis-

trict, status positions were filled and at the time of the writing of this

report, functional leadership to resume curriculum development had
not emerged. It is not probable, therefore, that curriculum change
for the purpose of improving instruction in the social sciences with an
NDEA. Title III-B project occurred.

District E exhibited the stifling result of strict adherence to an
authoritarian hierarchy in the administration. Fuuctional leadership
was either lacking or inoperative at the administrative level. As
stated in Chapter III, the status leader must achu.ire the skills of the
functional leader or the district becomes an autocracy wherein curric-
ulum change is unlikely to occur. Teacher involvement was neither
sought nor encouraged, so functional leadership froin that level was
not possible. It is improbable that change occurred in the social

science curriculum as a result of the NDEA Title I1I-B project in

'District E.

A paradox exists in the matter of organizational stability.
Stabilily in organizations was viewed as a force retarding change in
the literature reviewed. However, this study brings out the prob-
ability of benecficial éhangéoccurring from the efforts within the stable
school districts as shown by Districts A, B and C. But in District D

where the organization was totally upset and had neither stability nor

continuily, curriculum change was discontinued. Change efforts were

lost in District E where strict authority reigned in the person of a
superintendent who had remained in the district for many years

(representing stability) and moved to another school a year and a

S
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half after the NDEA Title III-B project.

Cormunication

In Table V all of the items of communication stated for Dis-
trict D were for the first project only. Since the second project was
not accomplished, only negative statements could have been recorded
for it. District E had only negative statements as there were no
participants and there was no need for any kind of communication.

The committee meetings belween sessions with consultants

were included as communication items as they allowed free discussion

which resulted in indicating to the consultants what the next session's
agenda should be. If was also in these smaller group meectings that
discussion leading to redefinition of goals took place.

Countinuous checking cu process and on the emergent needs of
the participants came not only in the between session meetings, but

'also in the meetings with the consultant when time was allowed for
suggestions and questions.

One of the major factors blocking change and innovation was
seen in Chapter III as a lack of adequate communication not only
between schools but also within schools. A criterion for the effec-
tiveness of an organization in meeting the needs of personnel is the
adequacy of its channels for communication and feedback.

In Districts A, B and C the channels for communication and
feedback were numerous. Within the disiricts' organizatibns such
channels were exisicnt and utilized for the duration of the temporary

- N . 3 <o x: - ot . - . ey
systems cstablished for working wilth the consultantis.  The existence
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TABLE V

ITEMS OF COMMUNICATION UTILIZED IN ACCOMPLISHING NDEA TITLE III-B
PROJECTS IN THE SOCIAL SCIENCES IN ELEMENTARY SCHOOLS

OF SELECTED URBAN DISTRICTS

DISTRICTS A, B, C

DISTRICT D

DISTRICT E

i
.

Written invitation sent to
participants

Notices of meetings including
agendas sent to participants
in advance

Discussion of project at
foculty and admintstralor

mecetings

Additional mectings held
belween sessions

Consuliant sessions allowed
time for suggesiions

Return information received

by consultant belween sessions

Evaluation reports sent to
State Bureau of NDEA

Written invitation sent to
participants

Notices of meetings including

agendas sent to participants
in advance

Discussion of project at
facully and administrator
meetings

Unknown

Consultant sessions allowed

time for sugoesiions

Return information received

by consuliant between sessions

No evaluation report seunt to
State Bureau of NDEA

None

None
None

None

None needed -~ no
participants
None

Evaluation report sent to
State Bureau of NDEA

661
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could take place because as shown in the literature, creative organi-

~zations have open channels.of.communicatlion-and open-channels also

indicate ''good organizational health. "

The communication devices used--letters, notices, additional
meetlings, evaluation reports, etc. --all served to increase the visi-
bility of those involved in the project. Increased visibility increases
a feeling of status on the part of the individual which tends to lead to
deeper involvement. These are lmmportant influcences in inducing
change.

" These counditions led to the conclusion that the coﬂmmunicatiou
devices operative in Disiricts A, B and C would contribute to the
desired changes in the social sciences which was the purpose in
securing NDEA Title I1I-B funds.

The items in Table V for District D pertain to the first project
only. Since the second project was not activated due {o intél‘vﬁ‘ning
’influences, no eniries were made for that project. DBecause the sec-
ond project was planned o continue the first, and tle local district
action was taken to follow-up on the first, it must be assumed that the
impact of the NDEA Title III-B project for inducing change as far as
the district was concerned, was null.

In District E with no teacher nor other staff member involved
in sessions with the consuliant, noune of the iterns of communication
evident in otﬁer districis were used. The lack of communication in
this case could have been one of the barriers to change andan influ-

ence acting against the project. This one item would lead to the

assumplion that any change to improve insiruction in the social sciences
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resulting from the NDEA Title III-B project would be highly unlikely.

Irrelevant Factors in the Projects

Two items of data collected seemed irrelevant to the study.
The first had to do with the statement of project purposes on the
application. Whether the stated purposes were for in-service or for
program planning and evaluation, the accornplishrnent of projects took
the same forms. District A had stated only in-service purposes;
District B stated only program purposes; and District C stated both
purposes. Even so, all three districts planned their proposals,
structured their consultant sessions, accomplished their goals, ex-
erted similar kinds of leadership, and used the same kinds of commun-
ication channels. The process involved in utilizing the Title [II-B
consultants followed similar lines regardless of the declared intent of
the project for curriculuﬁi change--training teachers and extending
their knowledge, or rebuilding the curriculum for the district.

In District D, where one project stimulated further activity
and the other died, the consummated project stated only in-service
purposes and the inactivated project stated both. From the evidence
collected, it was apparent ﬁhat the second project was not activated
for reasons other than the goals it contained or the way it was written.

The second irrelevant factor was the time of the yecar the
curriculum sessions werc held. It appeared that the time of year
that the sessions were held had little bearing on the duration of the
project or on the structure of the processes involved. Although Dis-
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consultant sessions were spread throughout a school year. District B

TR TS T T T e

T VT



162

held their sessions with counsultants in the spring and concluded the

project in the summer. District C spread their sessions throughout

the school year. District D's first project was in the fall. District E
had the consultant in June after scheool closed and the teachers wer"e
gone. With this spread in time utilization, it seemed that the other
fact01~‘s were more important than the time of year the consultant work-

ed in a district.

Possible Factors

It is possible that the size of the district, if defined in terms

of average daily attendance, has some becaring on the processes utilized

by districts when employing consultants through NDEA to bring about
curriculum change within a district. Since Distirict E's average daily
attendance was 910 for the school year 1965-1966, the year of the
project, it is possible that the district was too small to structure ade-
‘quate].y for consultant services. The school was too large to receive
the direct services in curriculum from the Office of the County Super-
intendent, but not large enough to support the services necessary for
meeting the curriculum needs of the teachers and children.

The kind of community may also have a bearing upon the organ-
ization for the utilization of consultant services as interest in the pro-
gress of the school from the surrounding and supporting commuunity
is reflected in the program of the school. Districts D aund I who
were not able to continue their programs beyond the Title III-B project
scrved rather homogencous communities as compared with Districls

A, Band C. District I was mainly a suburbary

|
£y 4 A {1

community and E was

largely agricultural; whereas Districts B and C combined suburban
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with industrial populations and District A combined agricultural with

suburban populations as well as being influenced by a state university.

Insufficient Information

- The following data yielded insufficient information to determine
whether certain items influenced the processes of consultant use. Even
though such data formed patterns, they remained inconclusive. No
conirast was evident from which to draw conclusionus.

It was possible that the time of day for meetings could have had
some significance. Since e;pediency within the districts dictated the
times of day the sessions were held, the cases studied did not have
sufficient variation nor contrast to verify this as a factor to be con-
sidered in consultant use.

The daila on the length of cach session with the consultants was
insufficient to produce a discernible pattern. The imporlance of spac-
ing between sessions was also unsupported as a determining factor.

)

Districts C and D arranged with the consultants to have more sessions
of one half-day consultant time distributed throughout the year in lieu
of fewer sessions of a whole day of consultant time. Districts A, B
and E utilized consultant services on full day scheduling. Lack of
consistency regarding length of sessions and spacing between sessiouns
within categories--A, B, C; D; E--points to lack of sufficient infor-
mation to make any generalizations or to draw any inferences.

A third factor dealing with the local arrangements for use of
consultants which lacks corroborative evidence in this investigation

was the place where the sessions were held. All were held in an

1~

elementary school library or multi-purpose room. The literature

TER
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stated that the location of thé participants in a temporary system was
of importance, and that isolation from the ordinary enviroument was
important to reduce the resistance to change. If the consultants were
brought into a district to induce change of some kind in the instruc-
tional program of the elementary school, then counsideration of the
physical location of the sessions should have had significance. How-
ever, the cvidence from the cases studied was insufficient to determine
if that was a [actor of effectiveness in consultant usec.

There was also insulficient information to draw any conclu-
sions as to which kind of consultant sessions were effective in the
continuation of a project. Consideration of the varying lengths of the
sessions and the number of meetings with the counsultant affected thé
format of the sessions. The only thing that could be said about the
kind of meetings with the consultant was that most of them could be
called workshops. Few demonstrations with pupils were held and pro-
cedures other than workshops were nonexistent.

Since the districts varied widely in their long-range curriculum
planuning, no pattern of continual planning emerged. Without more in-
formation, it was unwise to generalize Aabout the possible effects of
long-term planning upon the structure of consultant use.

Noune of the projects studied had any kind of {ormal evaluation.
The informal evaluations which were held were“opén discussions
with the committees. The evaluations which the districts sent to the
State Bureau of NDEA were signed by someone from the district who
had not been involved with the project except perhaps to write the

project for the commiitiee or to send in the evaluation. Evidence of
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any real measurement or evaluation of the projects was lacking. Since
_ evaluation reports to the State were not mandatory some of the districts
did not comply with the request to send in the informal report. (Dis-

trict D, one of the districts in this study, sent no report).
II. THE CONSULTANTS

The data from the consultants who served the six projects dur-
ing the two year period of the study represented a wide range of edu-

cation, experience, and age.

Consultants' Education and Experience

Table VI surmmmarizes the education and experience backgrounds
of the consultants. The table does not show further formal educational
work beyond the last granted degree.

Table VI shows that the eight consultantis had received seventeen
degreces from thirteen colleges and/or universities. Two of the con-
sultants had only one degree, three had masters' degrees and three
had received their doctors' degrees. It was interesting to note that
the doctoral degrees were all earned in the 1960's even though the ages
of those who earned them ranged from 37 to 55. Three of the consul-
tants were in academic fields, one in guidance and psychology, one in
audio-visual education, two in teacher-education, and one in elementary
teaching. All were experienced in some way with public schools.
Consultant I1I was the only one who had not taught at some level below
the college level. Five of the consultants at the time of the study
taught at the higher education level: three at state colleges and two at

junior colleges. One of the junior college instructors moved to a
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TABLE VI

EDUCATIONAL AND EXPERIENTIAL BACKGROUNDS OF THE EIGHT CONSUT TANTS
WI—xO PARTICIPATED IN NDEA TITLE III-B PROJECTS IN THE FIVE
SELECTED URBAN DISTRICTS STUDIED

Previous

District Consul- Institutions Granting Major Present Experience
Served tant Age Degrees Degree Date Field Position in Public
Schools;
A I 28 University of the Pacific B, AL 1961 Education Teacher Elemenﬁtary
Soc. Sci. {on leave) teacher
A 11 63  Chico State College B.A. 1957 Psychology Director Guidance
Stanford University M. A. 1960 Guidance ESEA, Counselor
Title I ‘
Proiect
B I 52  University of Illinois B.A. 1947 Geology Associate Collegé
University of Illinois M. A 1949 Professor, ‘
Phys. Sci.
B IV 44 Sacramento State College B.A. 1949 Education Director Elementary
Sacramento State College M. A, 1960 Science and Audio- teacher
Soc. Sci. Vis. Ser. :
C v 50% University of Alberta B. Ed. 1948 Iducation Associate Teachez},
University of Oregon M. Ed. 1649 Professor, Principal,
Stanford University Ed. D. 1662 Education Director of

Curriculum

951



TABLE VI {continued)

. Previous
District Counsul- Institutions Granting Major Present Experience
Served tant Age Degrees Degree Date Field Position in Public
: Schools
D Vi 65 Pasadena College B.A. 1925 History Instructor, H.S. Teacher,
Junior Elementary
College and High School
Administration
D VII 37 TUniversity of California :
Santa Barbara B.A, 1957 Education Associate Junior and
San Diego State College M.A. 1961 and Social Professor, Senior High
University of California Ed.D. 1964 Sciences Education Teacher
Berkeley
| VIl 55% University of California
Los Anveles B. A 1938 Geography Associate  Junior Hiph
Universily of California Professor, Junior Collcege
T.os Anpeles M. A, 1946 Geography |
University of California
Los Angceles Ph. 0. 1960

* Estimated

L91
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position at a universily after his service as a consultant. Two were

~directors: one of an ESEA project, the other of audio-visual services.

One was a fourth grade teacher.

The foregoing information pointed out that the schools seeking
a consultant were more interested in the specialty of the consultant
than in the degree status he had earned or in his standing as a teacher
or academician. The time when the degree was granted did not appeai‘
to be as influential in consuliant choice as what the consultant had done
receutly. 'His contacts with teachers in the local districts; his in-
volvement with federal projects or programs; and his relationship
with the State Departimment of Education all seermned to be more signifi-
cant in choice of consultant than the degree which he held.

Another factor which the foregoing paragraphs underscored
was that the consultants were in positions which allowed for arrang-
ing time to serve districts' Title III-B projects. The college teachers
were able to work around their class schedules for going into districts
és consultants. The directors were at an administrative level where
they could arrange time to work in other districts by rearranging
their schedules. The classroom teacher arranged with her disirict
for a specific number of days to work for the Curriculum Research
Laboratory at San Francisco State College. Her consultant days were
drawn from that time.

The ages of the consultants at the time of this study ranged
from 28 to 65. Five of the consultants had each had approximately
twenly years of experience in the schools ard one had had less than

ten. The length of service in the schools tended to underscore the
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value of experience in serving schools as avNDEA consultant.

. Each consultant was either a member of some college staff or
had some fringe relationship with a college or vniversity. Thié find-
ing supported those reported in the literature that most of the consul-
tants were drawn from college facullies. Consultants III, V, VI, VII,
and VIII were teachers at the college and junior coll’ege levels. Con-
sultant II had taught extension classes for the University of Califorunia;
Cousultant I was working with a resesrch projcct for a state college;
and Consultant IV was a resource pérson for a state university.
Evidently then, contact with teachers through college classes,‘ either
pre-service or in-service, influenced the choice of consultant. Most
of the recommendations for consultants came through college contacts

made by teachers involved with the local projects.

Character of Consultant Use

According to the literature, when districts offer specialized
help to teachers and increase the teachers' involvement in a project
they are facilitating the change process. In that the consultants on
these projects made a couscious effort to do just that, the COnsu]tants
may be termed as acting as change agents. Furthermore, the consul-
tants varied their presentations so that five of the modes of diffusion
were utilized in theil-‘ work with the districts {tell, show, help, iuvolve,
train). The ways in which the consultants worked with the groups to
-give them expert help and 1o involve the teachers are summarized in
the following paragraphs.

he consultnants made definite plans to involve the teacher

participants in the sessions. All of the consultants who worked with
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teachers, regardless of whether the project application stated pur-
poses of in-service or of program ,Pl’f%n,ni,ng’, were demonstrating some
process which the participants wanted to use, i.e. inductive approach-
es, teaching stirategies, problem analysis and the like. In most cases
the consultant briefly presented theory and then involved the teachers
in the use of the theory. The consultants made a conscious effort to
involve the participants in the process under study.

Even when the consultants demonstrated the use of specific
strategies, skills or materials with children as did Consultants III and
VI, they later did the same thing with the teacher groups.

The consuliants made wide use of informal discussions. Most
of them used the open-ended question to get the discussions started and
" to bring focus upon the teachers' problems. Each of the counsultants
utilized the questions and problems brought up in the discussion to give
direction to future presentations and discussions. The information
given under "Character of Follow-Up' indicates that the items of com-
muunication as shown in Table V, page 159, were used by the consul-
tants. Not ounly was the information so gained used to build upon the
teachers!' interests, but also to give an indication of the extent of the
consultant's own interest and involvement in the project. The infor-
mation received from the participants was further utilized in building
the agendas for succeeding sessions.

In their presentations and discussions with the teacher-partici-
pants, the consultants made use of audio-visual aids. Transparencies
were most commonly used, with maps and globes used almost to the

same extent. Other aids used less [requently included tapes, films,
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flat prints, charts, and photographic equipment.

- Time was aun influcnce mentioned previously in regard to the
process of change. When we look at the time the consultanut spent in
preparing for and working with the teacher groups we are viewing a
new dimension--an aspect which was not covered in the literature.

The time involvement and commitment of the district and of the
teachers was discussed as being important in the change process.
Time must be allowed for learning about the innovation, diffusion
takes place over tirmne, the district must provide time for the teachers
to participate are some of the dimensions previously discussed. Now,
however, the concern is with the armount of time the consultant, acting
as change agent, actually spent to help a district achieve its goals
when working in a temporary system where the timie limit is specified
and the corapensation is also specified according to time limits,

In most cases the preparation ti'me for a day's consultation ex-

ceeded or equaled the presentation time. The "In Session' times in-

dicated on Table VII for Consultants I, II, III, 1V and VIII are for a

full day's work in the distirict; for Consultants V and VI the hours in-
dicate a half-day of work in the districts.‘ Variation in the length of
time served for a full or half-day was due {o such factors as (1) dis-
trict arraugermnents for teacher attendaunce; (2) the consultant's available

hours for scheduling sessions; (3) the job to be doue; and (4) the con-

sultant's willingness to sevve the district on a half-day basis rather

than a full day.
The table shows the hours the consullants spent for one session.

As Counsuliants V and VI are shown for half-day reirmnbursement, to get
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TABLE VII

THE STRATEGIES EMPLOYED AND THE TIME INVESTED BY THE CONSULTANTS
WHO PARTICIPATED IN THE NDEA TITLE III-B PROJECTS IN THE
SOCIAL SCIENCES IN THE FIVE SELECTED URBAN

SCEOOL DISTRICTS STUDIED '

: Time Spent Character
District Consul- Character of Audio-Visual (hours per session) of
Served  tant Consultant Sessions Devices Preparation In Session Follow-up Follow-Up

A I Presentation of teach- Transparencies 6 5 2 Evaluation

ing strategies Charts with district
Open-ended question personnel
to start discussion
Informal discussion
Discussion techniques
and strategies used
A I Presentation of theory  Tapes 3 & 1-1/2 Review of
Role playing Tape-scripts tapes made
Discussion by participants

Selecting and
sending mate-
rial to district

B 111 Demonstration of map Maps 4 4 0 —mmm oo
skills with pupils and
with teachers
Open-ended questions
to start discussion
Discussion

2.1
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TABLE VII (continued)

Time Spent Character
District Consul- Character of Audio-Visual (hours per session) " of
Served  tant Consultant Sessions Devices  Preparation In Session Follow-up Follow-Up
B v Showed transparency Transparencies g 5 20 Arranged for
made in unusual way made by different other resource
Demonstirated process processes people to be in
for meaking the Photographic the district
transparency ipment Helped with
Participants made equipmen P .
Foe - , ; - summer work-
transparencies Duplicating shop
equipment
C A% Took a problem census Maps 4 4% 10 Writing the
Demonstirated problem Globes scope and
analysis with the Transparencies sequence as it
teachers Films developed
Discussion Reuvi . th
Demonstrated teaching ev1};3w1.nlg “ek
strategies for the teachers’ wor
social studies with Planned next
principals; with agenda
teachers
D VI Showed illustration Flat Prints 6 2-1/2% 3 Answered ques-
(print or transpar- Transparencies tions raised
ency) Maps during and
Asked for close Globes after sessions

e T g+ R

observations of the
picture
(continued)

Planned next
agenda
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TABLE VII (continued)

. Time Spent Character
District Consul- Character of Audio-Visual (hours per session) of
Served tant Consultant Sessions Devices Preparation [n Session roilow-up Follow-Up

Developed geographic
concepts through
discussion after the
observation

Open-ended questions

Demonstrated the
obserwvation skill and
concept development
with pupils; with teachers

L ViI Project not activated 0 0 0
(2-1/2 hours spent to
plan projcct)

E VIII Worked alone - 10 8 25 Wrote de-
tailed guide
relating new
materials fo
district
resources

VL1

% Half-days
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a true picture of the amount of time they spent for one day's work the
figures for thesc two consuitants must be doubled. Table VII then
shows the total amount of time spent by e‘ight consultants fO]: five full
days of work.  These eight consultants spent 138 hours of time for five
days of NDEA Title III-B allocated time and money, which averages
27 hours and 42 minutes of time spent for each day of service to a
district. Evidently, the amount of time spent on a project is not as
important to the consultant as the project itself. The pay factor does
not seem to be the motivational one for the consultants. Remuneration
may have been the original inducement or it may have influenced the
co;lsu_ltant o accept the position, but from the amount of time spent
following acceptance of the job, pay received had little bearing upon
the amount of time the consultants were willing to spend to help the
districts attain the project goals. It follows, then, that the job or
project was of more importiance to the consultant than the hours it took
to complete or the amount of pay they received for their efforts.

Conditions within the districts facilitated or hampered the im-
pact of the consultants on the projects. In Districts A, B and C
where the administrative organization provided for curriculum com-
mittees involving both teachers and administrators, promoted func-
tional leadership, opened channels of communication, invested local
funds in the project and encouraged teacher participation and involve-
ment, a climate was established in which the consultants could perform
their functions effectively and further project goals. In District D, the
unification with its resultant reorganization divertied district energies

into other channels so that no evaluation of the consultant's contribution
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was madé, and any impact he had dﬁring the project was lost. The
only indication of the effectiveness of the consultant's services was
that following the series of meetings with him the district submitted
another project to continue work in the social sciences. It may be
inferred from this that the consultant had done his work effectively
enough to generate a desire to continue the program. In District E the
consultant had no opportunity to become involved with teachers. Since
his work never reached the teachers, the guide that he prepared for

their use was unused and his efforts were lost. From this it may be

inferred that his services as a consultant to District EE were ineffective.

Irrelevant Factors

The age (ﬁ the consultant appeared to have no relalionship to the
development of the project nor to the way in which the consultant work-
ed with the teachers. Ages ranged from 28 to 65, with districts com-
mending all of those who served them.

The degree status of the consultant seemed irrelevant to the
accomplishment of the projects. The important factor was the com-
petency of the consultant in the desired areca rather than the graduate
degrces held. Table VI, page 166, shows the degrees each consultant

held.

Insufficient Information

From the information on Table VII it appears that some of the
consultants spent much more time on the projectis than others. Also,
the preparation time differs considerably. Some interesting possibil-

ities as to why this should be so come to mind. Whether it is due to

S ———
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the personality of the consultant, his rnethod of operation, his involve-
ment with the success of the project, the kind of assignment he had,
the subject matter involved, or whatever., the information gathered in
this study is too meager for more than conjecture.

Although the consultants had done similar kinds of services for
other districts, none of the consultants could positively state that his
services for the projects investigated had resulted from his consultant
work in another district. Neither did any of the districts verify a re-
quest for a consultant because of his service to another district. Yet
the demand for the services of these eight consultants in other districts
for local workshops and NDEA Title III-B projects raises the question
of whether there could be a relationship between service as consultant
to districts at district expense and requests for the same person as a
NDEA Title III-B consultant. The data collected in this study were

inadequate to make any inference in this area.

117, SUMMARY OF THE PRESENTATION OF DATA

This chapter has shown that for the districts in this study the
NDEA Title III-B funds allocated to projects in the social sciences
provided the stimulus to initiate change. It was further shown that
factors within the districts served to stimulate or to block change.
The data also indicated that beneficial change could be expected in
Districts A, B and C whereas little or no change could be expected in
Dislricts D and £ as a result of the NDEA projects in the socia.l

sciences.
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Districts A, B and C established a climate in which change
could occur. These districts had active curriculum committees work-
ing under functional leadership from the administrative level. The
teachers had a visible role in curriculum development wherein their
ideas as well as their needs were acknowledged. The importance of
open communication was recognized and numerous channels were
employed to keep members of the school system at all levels informed
of the project. The districts set up effective temporary systems for
the accomplishment of the projects in which tasks, goals, time limits
and personnel were specified. District support for the project was
demonstrated by adding local funds to those from NDEA and by arrang-
ing for more consultant time and counsultant contact with teachers.
Underlying the entire climate for change and the effectiveness of the
systems employed to induce change was the district organization and
the kind of leadership exerted by the top administrators. The line and
staff organization was designed in these districts to provide for curric-
ulum development through leadership from the status officials as well
as through teacher involvement. Staff positions carried curriculum
responsibility. These positions were filled by persons with both func-
’Fional and status ability.

In District D the change effort initiated by the NDEA Title III-B
project was blocked by district reorganization. The functional leader-
ship was withdrawn from the curriculum committees as a more encom-
passing change within the district took place. The systems set up for
accomplishment of the first project were abandoned as the new district

organization was emerging, and the change effort in the social sciences
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in preparation for WOI‘kShOpS; than the time allocated by the project or
countracted by the local district. The effectivencss of the consultants
seemed 10 be closely allied with teacher contacts in the districts. A
natural couclusion would be that effective projects utilized effective
consultants and that ineffective projects utilized ineffective consultants.
‘However, the data do not support this assumptlion couclusively as they
also showed that factors outside the control of the c(msultant’s blocked
the projecis in Districts D and E. In District D it was the district
unification with itsiresultant reorganization rather than the consultant's
ability which marked the project as ineffective. Other data, such as
hiring him for additional sessions, attest to his effectiveness in the
project workshops. But in the case of District K where the consultant
had no teacher contlacts and the materials he prepared for the teachers
were lost, no data was available to attest 1o his elfectiveness as a
consultant. It must be concluded, therefore, that the least effective

project and the least effective consultant were in District E.



CHAPTER VI

SUMMARY, CONCLUSIONS AND IMPLICATIONS

FOR FURTHER STUDY
I. SUMMARY

The purpose of this study as stated in Chapter I has been to find
the influences that contributed to bringing about curriculum change in
selected educational agencies which employed consultants in the social
sciences through NDEA Title III-B projects. This study has not been
a survey. The procedure employed has been the field study, a process
concerned with a thorough account of the processes under investigation
rather than their typicalitly. Data has been collected in depth in the
form of case studies and has focused upon the interrelations aund inter-
actions taking place within the projects and the agepcies involved in
accomplishing those projects.

The long history of Federal Aid to Education provided a context
and a perspective for understanding the NDEA legislation. The pur-
poses of the National Defeunse Education Act were set forth as well as
the plan under which NDEA operated in the State of California. The
primary purpose of NDEA Title IIl was to bring about change in in-
struction in designated critical subjects of the curriculum.

The literature surveyed in Chapter III brought outl that change

in any part of a school system was affected by numerous factors.

w

Some influences and forces facilitated change while others served to

block change. Forces affecting change were shown as internal or

T
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external,, with the internal forces tending to be more effective in
facilitating change.

Influences which tended to facilitate chaunge inccluded’ financial

VVVVVVVVVVVVVVVVVVVVVVVVVVVV aid from outside sources; good organizational health as evidenced
through goal focus, communication adequacy and power equalization;
and adequate functional leadership.

Influences which blocked change were the converse of the
facilitating forces. They included such factors as the lack of financ-
ing; an organization not geared for change as shown by lack of leader-
ship of a functional nature, goal ambiguity, low interdependence and

T technological investment; institutionalization of the school; a weak
knowledge base; and the lack of a communication network. The lack
of a change agenl in the field of education slowed change in the schools.

The data collected and presented in Chapters IV and V reveal-
ed influences operating within the districts which affected the accom-
plishment of t;hcir projects.

It was scen that the NDEA funds stimulated each of the selected
districts to altempt a change in the social science curriculum. The
districts applied for Title III-B funds for consultant services to
initiate changes in the social sciences. Funding by NDEA corroborated
feeling within the districts that their projects had merit and thus re-
assured, districts were encouraged o proceed.

The consultants a;:ted as change agents, They brought new
ideas into the districts; used a variety of methods to diffuse the
innovative ideas they were presenting; and deliberately planned their

sessions to involve the participants,
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It was seen that although the consultants acted as change agents
in the districts, other influences were at work which served either {o
facilitate or to block change efforts.

In Districts A, B and C a climate where change could occur
existed. The organization within these districts for curriculum de-
velopment was based upon the assumptions that Cha'nge occurs when
the people involved generate the action and that functional leadership
is essential for curriculum chaunge. Teachers, worki'ng in curriculum
committees, had a role in curriculum development. The committees
were representative of the total district, and the membership had
been selccted by some criterion such as grade taught, special interest
in the subject, or teaching proficiency. These districts also assigned
admiuistrators, either prinlcipa].s or curriculum director, to leader-
ship roles in the committees. In these roles the adininistrators
demonstrated their ability to perform as both status and functional
leaders. In their role as functional leaders, they showed know}edge
of the subject matter and were able to help the committees in defining
purposes, clarifying goals, locating materials. As status leaders,
they were able to facilitate the procedures within the districis for
teacher involvement and for moving the plans of the committee for-
ward. Committee progress led to redefinition of goals and requests
for enlarging and continuing the project. To coinply with the com-
mittee wishes to continue the project, the districts invested their own
funds in addition to those funded through NDEA Title 1II-B.

Adequate channels of communication throughout the school

system, not only to those directly a part of the project, but also to
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other persounnel in the disirict served to maintain interest on a dis-
trict-wide, all-level basis and to provide the needed feedback for the
consultants to care for the nceds of parti‘cipants as such need arose
during the accomplishment of the project.

Apparently the approach to curriculum development; whether
ceuntralized, deceniralized, or centrally-coordinated had little or no
influence on curriculum change so long as curriculum development
committees were part of the organization and could operate in an
equalitarian, self-generating fashion outside the line and staff hier-
archy, so long as the channels of communication were open, aud
when the delegated administrative responsibility could be discharged
on a fuunctional basis. In these districts the consultants were able to
perform their functions as change agents. Their sessions were
effective in that the projects expanded during the project year and
continuation of the change effort carried into the eusuing years with
increased numbers of teachers.

The influences which block and inhibit change were shown in
the other two districts. District D losf the im,petus‘for curriculum
change when the district's energies were diverted into reorganization
efforts. At that time leadership roles became ambiguous with func-
tional leadership counspicuously absent, communication was upset,
interdependence of teachers and administrators was diminished, and
the teachers became much less visible in roles outside their own
classrooms. The impact of the consultant's efforts was lost.

District E, although for different reasons, exhibited similar

lacks which sexrved to impede change in the social sciences. Impetus
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for curriculum change was apparently blocked at the administrative
Jevel. In this district, strict adherence to the status role of the
administirative leaders, with emphasis upon the chain of authority
from the top down, acted as an inhibiting influence for curriculum
change. The authoritarian nature of the line and staff organization
allowed no two-way communication between teachers and administra -
tors. Neither did the organization allow for more than status leader-
ship from any of the administrators, not even from the curriculum
coordinator who usually is assigned an advisory aad functional role
rather than a line and staff position for developing curriculum.
Teachers were not involved in curriculum development and so held an
almost invisible role. Interdependence as well as interaction of the
school personnel was almost completely lacking. The consultant's
efforts were blocked by the foregoing conditions. Total lack of
teacher contact with either the consultani or his prepared materials
combined to make his contribution for change in the social sciences
in that district ineffective. It must be remembered, however, that
forces external to the school district--i.e., tardy receipt of mate-
rials--also intervened, Had they arrived on time the impact of the

blocking influences cited in this paragraph may have been different.

II. CONCLUSIONS

The study has looked in depth at the NDEA Title IIT-B proj-
ects in selected urban school districts in California for influences
which contributed to curriculum change in the social sciences in

elementary grades. From an analysis of all the data gathered, the
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following conclusions are applicable to the districts studied. These

conclusions are in accord with the literature surveyed.

1.

The NDEA Title III-B funds initiate curriculum study.

The project money is an external force for change,
Curriculum change initiated by NDEA Title III-B activities
is facilitated within a district when additional local funds
are invested in the project.

Curriculum development responsibilities in successful
districts are outside the line and staff organizatidn, but
channels of communication are always open to and from
the line and siaff officials.

The leaders, i.e., superintcndent, curricuiu%x directior,
principal, are interested in curriculum and possess
functional leadership qualities.

Curriculum change through the agency of consultant
services tends not to take plaf‘:Q where there is disc6n~
tinuity of administrative stafl or of administrative staff
duties assigned within the district. In other words, con-
sultants do not effect change without administrative help.
All other things being equal, change occurs whether the
administration of the proposed change is centrally or
decentrally organized.

Teachers alc active participants in successful curriculum
development projects. Line and staff members stimulate
teachers to become active in change efforts, but the teach-

ers continue working only when the leadership is essentially
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functional as to knowledge of the curriculum study and/or
channeling of communication and the social atmosphere is
equalitarian.

8. Curriculum development occurs when interested teachers
are carefully selected to work for curriculum change and
other teachers are made o feel wanted in ’E}le study.

9. Maintaining open channels of communication between coun-
sultants and teacher participants, line and staff partici-
pants, and all instructional and line and staff members who
are not participating in the curriculum changes taking place

E—— is essential in bringing about change.

10,  The consuliants are cffective change ageunts if they are
specialists, have flexible time schedules, bring new ideas
to the siafis of districts serﬁfed, and causec teachers to be
active participants.

11.  The competence and experience of a consultant are more
important criteria {o a districl requesting his services

than are his educational degrees or his age.
111, IMPLICATIONS FOR FURTHER STUDY

From the findings of this study it appears that further studies
may come from the areas listed below. The follo ving suggeslions for
study are those which the writer believes need. further invesligation
as well as those from which further studies may come.

1. A design for formal evaluation of the curriculum changes

necds to be developed so that evaluation of the effectiveness



188
of the change efforts may be made. Such evaluation would
indicate whether the curriculum changes were valuable or
not.

A depth study in selected school districts of the sociological
factors within the supporting community may reveal insight
into the influences affecting curriculum change in the local

school district.

A study of the relationships between the size of a district

(in terms of enrollment) and district efforts to induce cur-

riculum change may yield information relevant to the
question: Are some school districts too sma}l to administer
curriculum change effectively?

A survey of the person-to-person differences amoung con-
sultants might reveal significant varianis that did not
appear in this study where all consultants scemed to
function well if not blocked by impoéed conditions.

A survey on how a consuliant is selected to serve a dis-
trict may help identify some of the characteristics a
disirict needs in a change agent.

Extensive surveys of many districts might verify certain

of the items that this limited study suggests.
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APPENDIX A B-1

APPLICATION B

Bureau of National Defense Education Act Administration
California State Department of Education
721 Capitol Mall
Sacramento, California 95814

My

APPLICATION FOR CCNSULTAMT SERVICES UNDER BATIONAL DEFERSE
EDUCATION ACT, THLE 1B

Name of applicant agency

Address

City 7 County

Superintendent . Phone
Project director Tite -
Address : Phone

1. IoeNTIFICATION OF SERVICES REQUESTED (check applicable items)

A. School level:  Elementary. . Secondaty .o o Junior college_
B. Critical subject: civies.—__ economics—..__... English._ . geography________  history..
modern forcign language(s) e~ reading.  sclence—_..

C. Services are requested for the purpose of:
1. Inscrvice ecucation (college credit not allowed), which may include:

a. Demonstration of new methods, content, techniques and equipment

b, Review of recent curriculum trends

¢. Staff orientation to new programs purposes and content

d. Other (specify)

2. Program planning and evaluation, which may include:
a. Review and evaluation of present program

b. Review of new programs or curriculum developments _.
¢, Identification and selection of program ideas
d. Definition of program objectives
e. Other (specify) .

D. Estimated number of consultant days required to provide this service ... e

2

Name of requested consultant (if known)

2

Is service requested between July 1 and Sepumbex 30 of the year in which the application is
submiteed? e e et e e e e Yes No

II.  Evaruation INFORMATION
To assist in evaluation of your application, provide the following information on additional pages as needed:
1. A brief statement of your problem
2. A brief statement of your plan to resolve the problem
3. If this is a cooperative project involving other districts or county offices, supporting evidence of their involvement
4. Information pertinent to this application not given elsewhere



B-3
I Lerrter AsSIGNING ProJjecT NUMBER
Bureau of National Defense Education Act Administration
California State Department of Education
721 Capitol Mall
Sacramento, California 95814
(Type name and address of district
superintendent in this block)
. Project number (assigned by NDEAY ..
Your application for consultant services in the field of , under provisions of NDEA, Title Iil-B, has

been received and assigned the project number indicated above,
Your request will be reviewed and action taken as soon as possible.

= - If any questions arise concerning its approval, we will acrange to discuss them with you or your representative prier
to final action.

This letter is not to be construed as an approval, but is for acknowledgment purposes only.

When corresponding about this project, please refer to the project number indicated above.

Very truly yours,

Frank D. Larcent, Chicf

Burean of National Defeitse
Bducation Act Administration

(NDEA representative)

62013300 1-66 <M brintzd in CALIFOXNIA OFFICE OF STATE PRINTING



YISTRICT PoOJECT 1O, o
COUNTY R
{0: FElementary FForeipn Lanpuape Reading
Secondary Mathematics Geography
Jr. College Science Civics
Audio-Vieuval English History
R Industricl Arts ‘Econonics
Criteria To Be Used In Evaluating III-B Projects
(Write in '"Yes" or '"No")
1. Doss proposal indicate evidence of careful planning? .
2. Does it conform to the over-all framework of state plan, i,e,? L
a, The curriculum commission's "Strands Report"
b. Language instruction (perspective and prospectus)
¢, Racommendation of the Statewlde Science Committee
d. Committees with reference to the new subject areas
3. Doss it fit specific needs?
L. Aro those affected involved in planning? L
R S. Is provision made for continuity of instructional program? e
6. Doss it represent effective use of consultant time? e
7. Doas tho slze of the district Justify the number of days requested? e
8. Should adjscent districts or the county office be involved?
9. I8 requeated consultant qualified? o
Identify othor qualified consultants in the proximity of the applying district.
If a specific consultant has not been requested, pleass sugpest an appropriate ons.
PPROVED DISAPPROVED EVALUATED BY:
OMMENTS 1

L AT AT 1 T DT B WS R SN SRR A D = 3 B T P 2w rns, - - ot A
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AT . 7
retvrn to Don Varnor, NDEA office, Room 019.
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APPENDIX C

Questionnaire Used to Gather Data from Selected Urban
School Districts on NDEA Title III-B Projects in the

Social Sciences for Elementary Schools

R SR [ Ta st S
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School District

Verification of Proiject Proposal

1,

What were the stated purposes of the project?
Ingervice
_Demonstration of new methods, content, techniques
and eguipnent

__Review of recent curriculun trends

__Btaff orientation to new programs, purposes and

content

Other (specify)

JRU———

Program planning and evaluation
__Review of new programs or curriculum developments

Review and evaluation of present program

mmmmmm Identification and selection of prograe ideas
. Definition of program objectives

Other (spacify) e

s s

jc disgtrict need was the project to £ill?

What sp 3
fo hbmltt~ng thc project.)

aci
(Rationale
Sensgitize teachers or staff to recent trends
b, Update teachers' knowledge of subject matter
¢. JIntroduce new Leaching techniques
d. Prowote more effective use of textbooks, library
booksa, current information, audio-visual materials,

TV, etce,

wwwww e, Need for a new course of study in the social
sciences

f. Need for new teachers guilde or other instructe
ional aids for teacher use

I P z ) Y .
o Ge Cther (speuily) L
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3. How did the project relate to the district plans for
the social sciences? What activities preceded the
project?

4. Was a teachers guide, statement of program objectives,
unit, or course of study to be developed? Were
printed materials to be an outcome? Please describe,

5. What subject areasg were involved? For what reasons
were these selected?

a., history
b. geography
VVVVVVVVVVVVVVVVV Cc. econowicg
d., c¢ivics

e, combination of above

f. processes involved in teaching social sciences

6. what wag the project to do that is not normally provided
by district resources?

How would this affect the instructional program?

7. Was the project related to a II1I-A project?

8. Who was to participate in the sessionsg with the consul-
tant?

2. teachers

. adninistrators

¢c. others (spocify)




16,

17,

18,

19.

20,

Where were the seggiong to bhe held?

@
S
Y Ce
N
-u—m«—-»-.—-a-e ©
N

classroom at appropriaté grade level
auditorium in an elementary school
nulti-purpogse room in an elementary school
conference room at the central office
restaurant, hotel, or similar accommodation

other (specify)

What was the consultant to do?

How many days of consultant time were requested?

demongtration teaching
conduct workshop with teachers
give lecture, follow with discussion

visit classes

prepare and produce teaching materials

other, or combination of above (specify)

o ——

How many days were allocated?

How was the project to be evaluated,




Actual Accomplistinent of the Project

1.

How many days was each consultant used?

Were the allocated days sufficient for your project?
Please explain,

Did you use all of the days?
If not, please explain,

Did you need and reguest more days?
Was yvour reguest granted?
Did you usge the additional days?

Did you secure the consultant(s) regquested in your
project?

What did the consultant do?

a. demonsgtration teaching

b. conduct workshop with teachers

¢. conduct workshop for administrative staflfl
d. give lecture and conduct discussion

e, vigit classes

f. demonstrate innovative technigues

.. g. other, or cowbination of above (specify)

ORI

How was this get up?

o

Where were the sessiong held?
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At what times of day were the sessions held?
2. in the morning

b. Dbatwesen oné and three p.m,

¢. from 3:30 to 5:00 p.m.

d. from 4:00 to 5:30 pe.mn.

e, from 7:00 to 9:00 p.m.
f. Saturday morning
9. from 4:00 to 9:00 p.m.

h., other, or combination of above (spacify)

g it S e £

How many sessions was each participant expacted to attend?

How were participants selected for the project?

a. appointed

—t i

b. wvoluntary attendance

fr—

_Co other (specify)

How were participants invited?

2. letter, personal

b, verbal inwvitation from administrator or consultant
¢, eannouncement in news letter or school bulletin

d. flyer, poster, etc.

e, other (specify)

Py
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11,
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Who participated in the sessions?

a. teachers from this district

b. administrators from this district
¢. invited participants from county office

d. invited participants from other districts (identify)

What, if any, qualifications were required for partic-
ipation?

a. teaching at appropriate grade level

b, ovuvtstanding teacher of soclal sciences
c. teacher to be trained to teach otb@ré
d. participantsg were to attend all sessions

e. participants were to work with their building
faculty after attending sessions

f. participants were to contribhute to the devel-
opnent of instructional materials

____d. other (specify)

S

How were participants informed of the purposes of the
sesgiona?
a. Dby letter

W o

b, by flyer, poster, etc.
¢. through the school news bulletin
d. announced in session by the project director

e, outlined by the consultant in a lecture

f. other (specify)

9. no information given to participants



12,

13.

140

16.

How were teachers given time to participate?
wwwww a. substitutes hired
b principal took the class

¢, minimum days held

d. meetings held after school hours - no special
arrangenents necesgssary

e, other (specify)

How many participated in each session?__

in the total project?

How many were from outside the district?

208

What kind of notices were sent within the school district

to anncunce each segsion?

What communication channals were in effect batwean
geagiong?

_.a, dQirector available to all participants

b. consultants {(district) followed-up on session

c. mnminutes of the meeting were digstributed to
participants

d., small groups met between sessions

e. othar (specify)

[#4]

What provisions were made for feedback from the partice

ipants?

a. evaluation form at each sesgion

b, scheduled conferences with director

s o

c. other (specify)
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19,

20.

21.
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Did the congultant provide the desired services?

In what ways did the project deviate from the original
proposal?  For what reasons?

jow was the project evaluated?

Did the project, as accomplished, fulfill the purposes
outlined in the proposal?_

Fa—

Did you develop printed materials or develop instructionsl
aids?
a. units {please give titles and grade levels)

P -

s ek

b, courss of study (give grade levels)

C. DPregrawm objectives

d. teachers guide (subject and grade level)

s e e s

e. other (specify)

pr—

What fringe henefits did the project accoemplish?
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Follow-up of the Project

1e

3.

What has been done to follow-up the project?
@, another project has been sﬁbmitted

. be consultant hired at district expense

Ce insgervice committees working in the district

d. pilot program{s) now in progress

e. extension classes brought into district

f. subject matter congultant hired for the district
g. coursge of study being revised

h. teachers guide developed and in use

e hew materials made available to teachers

o« other (specify)

Would you follow the same procedures in another project?
How would they change?

Would you want the sawme NDEA congultant to continue
working in vour district? For what reasong?

Do you have a curriculum director? (Who in your district
hag curriculum responsibility?)

What is his background?

What are hig duties?

Doag your district have a committee for curriculum? __
Who is on the committes and what are the duties?

et

- s b e 2w o s s




How far do you project your curriculum study and/or
development in your district?

How will a new Framework for Social Sciences affect
vour curriculum development plans?




- APPENDIX D

Questionnaire Used to Gather Data from the Consultants
Who Served in Selected Urban School Districts With
NDEA Title III-B Projects in the Social Sciences

for Elementary Schools
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Name of Consultant

N

D ct Served

[
e

sty

Project Number Grade Levels

Subject Areas

1. What ig your present position and title?

2., How did you become an KDEA consultant for the social sciences?

3. Did you hold the sawe position and/or title when you became
a consultant for NDEA?

when you served on this project?

4, How many NDEA Title III projects have you served?_

Where were they? _

SV

How many days did you serve on each project as an NDEA
congsultant?

5. What is your special subject field?

How did you develop this competency?
__@a. college or university training

———

b, district or county inservice

c. own initiative and study
d, experience {on the job)

e. other

PRE——

6, Where did you receive your Bachelor's Degree?
your Master's Degree?
your Doctor!s Degree?

(Please give dates for your desvees.)

R

A
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When were you asked to be a consultant on this project?

Who requested your services?

Who made the contact with you?

How was the contact wmade?
a. telephone
b letter

c. visit

d, other

LSRR .

How had the district heard about you?

Did other consultants also serve the same project

How many?

?

L A AT 1 S T

Wao were thoey?

iow did you conplement each other?

How many days did you serve the distrilcet?

When, during the school year, were the sessions he

Please give dates, 31if possible.

Bow wag your time used by the digtrict?

a. whole days

b. half days

Pleace explain.

Shad I e R

RS R
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12,

How much time did you actually spend in the district?

Q.

b

d.

Qe

b.

before sessions__

during project sesgsions

o]

after sessions

after the project ended

Approximately how much time did you spend on the project
when you were not actually in the district?

preparation

evaluation

follow-up

review of materials (district)

other (specify)

How did you arrange the time from your regular job to do

the consultant work?

Wher and for how long during the day were sessions held?

In what

way(s) did you help plan for the project or the
project segsions?

g e -egye g

ET R
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17.
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What, specifically, did you do? Please explain,

a., demonstration teaching

e be workshops with teachers or administrators
™~
- Ce. lecture ~ discussion
d. wvisit classes

demongtrate innovative techniques and materials

P -

P

f. other ( specify)

How were the segsionsg organized? Please explain.
_a. small groups (size and nuanber of groups)
b, large group (how large)
¢. for administrators . e
4, for teachers training for leadership _
e, meetings open to all elementary staff
. Ff. participants observed, listened,
9. open discussion .
] h. consultant demonstrated technigues (teachers asked
to respond to the processes involved)

R

g

S ——
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18,

s ey ivgern

Mie

highly structured, formal meeting

S — o e RO s e - R i

informal, first names used__

consultant supplied all materials

district supplied all materials and equipment__

in presentations {(overhesad,

consultant used A/V aids
pes, TV, etc.)

filmstrips, slides, ta

teachars knew and were involved in the purposes for
the sessions

agendas were distributed for each session

other (speacify)

Who from the district took leadership roles in the sgessions?
Please describe the roles and give titles and/or teaching.

Jassigrments, ——

R Ervenes

Who attended the sessions?

RSV

teachers from the same grade level
teachers from the district from different grade levels

administrators

- selected teachers (please give basis for sslection)

f

iestrict social studies commlttee

45 48 0 B S g B St . R AT R R SR
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20,

How many attended each session? total?__

o o R i b e

What were the purposes of tha project as you understood them?

sensitize teachers or staff to recent trends
update knowledge of subject matter
introduce new teaching processes

promote more cffective use of textbooks, library
books, current information, audio/visual aids, TV, ,etc,

develop a new course of study for social scilences
develop teachers guide or other instructional aids.

other (specify)

How were you informed of the purposes of the projeclt?

read the project
told by the director of project
Jetter

other (specify)

i P v e

“What was your function in the project?

Inservice?

e

.

Program

demonstrate new methods, content, technigues, eguipment
review recent curriculum trends
orient staff{ to new programg, purpogeg and content

other {(specify) .

planning ane evaluation?

review new programs or curriculum developments
review and evaluate present program (district)
identify and select program ideas

define program objectives

other (speclfy) , e

B i i AR £ 8. A B 67 SR o
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23.

24,

25,

How did you,

participants in attaining the objectiv

faX g
Leral

219

as consultant, provide for the invelvement of
of the project?

Who in the district maintained liason between you and the

pzriticipants?

(sent out notices, chaired meetings, distri-
buted summaries, made decisions regarding next meeting, etc.)

What was done?

In what ways have you followed the project?
what has happened in the district since the project as a

result of your leadership?

How do you Know

Have vyou been invited by the district for other services
since the project? Whet kind of services?

Were these sgervices at district

expense?

as consultant for another NDEA project?

when?

because of your own interest and at your own expense?

other?

what did you do in the "extra

sogsiong?

.

TR T T

PS—
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27,

28,

What gains (or fringe benefitg)
the interactions developed by the project
for yourself?

220

do you see resulting from
t? for the district?

po——

What part did you have in evaluating the project?

lave other districte reguested you as congultant because

of

your work on this project?

as an NDEA congultant?

as a resource person for the district? e

B e e

R & ft o
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